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Introduction 


Who is Teacher Training Essentials for? 


Teacher Training Essentials is a photocopiable resource book for trainers involved in training and developing teachers, It aims to 
develop trainees’ and teachers’ knowledge in three key areas: methodology, language and theory. It can be used in a variety of 
contexts from formal teacher-training courses to less formal professional development seminars. The material covers a range of 


levels from pre-service through to experienced teachers wanting to explore methodology and language in more depth. 


Teacher Training Essentials contains 30 individual and photocopiable lessons each comprising a variety of tasks with associated 
step-by-step trainer's notes. It will appeal to busy trainers and academic managers who need to prepare a self-contained training 
or professional development session in a hurry. 


How is Teacher Training Essentials organise 


The 30 lessons in Teacher Training Essentials are divided into three sections. Units 1 to 12 explore Classroom methodology; units 13 
to 24 focus on Developing language awareness; and units 25 to 30 investigate core topics associated with the Background to teaching. 
The Classroom methodology units focus on core aspects of methodology ranging from classroom management to the teaching 

of language systems and language skills. The Developing language awareness units include lessons on all four language systems: 
phonology, vocabulary, grammar and discourse, The Background to teaching units explore aspects of theory that are relevant 

to English language teaching. The Classroom methodology and Developing language awareness units each comprise a two-page 
trainee worksheet together with associated trainer's notes. The Background to teaching units each comprise a three-page trainee 
worksheet and include an excerpt from a book or article that examines theories behind English language teaching. These units 
are also supported by trainer's notes. 


Each unit in Teacher Training Essentials is aimed at one of two levels: pre-service / new m-service or new In-service | experienced In-service, 
Units aimed at the first level are suitable for trainees on a pre-service training course such as Cambridge CELTA or at teachers who 
have little experience and need ongoing professional development in the workplace. The second of the two levels is appropriate for 
teachers motivated to have more challenging professional development early in their careers or for teachers who need professional 
development challenges after they have been teaching for some time. These units would also be suitable for a more formal in- 
service training context such as Cambridge DELTA. 


How will Teacher Training Essentials help my trainees? 


Each unit of Teacher Training Essentials takes trainees through a series of varied tasks that progressively develop their knowledge 
of classroom practice and language. The aim is to motivate trainees by means of interactive tasks that are engaging and provide 
an appropriate level of cognitive challenge. The tasks are logically staged and take trainees through a complete learning 

sequence. However, it is also possible to use excerpts from a worksheet in order to supplement à trainer's pre-existing seminar. 


Teacher Training Essentials works on a principle of guided discovery in all three sections. Worksheets acknowledge trainees’ prior 
learning and experience and use these as a springboard. Throughout all units, there are questions that get trainees to consider 
the tasks they have worked through, thereby encouraging active reflection. Further, trainees are frequently directed to apply 
knowledge gained in the sessions to their classroom practice. 


How is each unit organised? 


Each unit consists of a photocopiable worksheet (two pages with units 1 to 24, and three pages with units 25 to 30) together 
with an accompanving page of trainer's notes. some units contain extra material that can be found in an appendix at the back 
of the book. Minimal preparation is required for each individual session, so trainers need only photocopy the requisite number 
of worksheets. 


Some of the appendix material needs to be cut up for the purposes of ordering or for a pair or group work activity. Once trainers 
have copied and cut up this material, it can be collected in and reused with a subsequent group of trainees, Correct or model 
answers to key appendix tasks are provided on the trainees’ worksheet, so they have this as a record at the end of the session. 


The trainer's notes include a key information panel for quick reference. The headings in this section are: 
Aims: the broader aims of the unit as a whale 


Contexts: an indication of which training context the unit is most suitable for, either pre-service / new in-service or new in- 
service / experienced in-service 


Duration: suggested timing lor the task 
Preparation: any preparation that needs to be done prior to the session. 
Each unit is then divided in three main stages: 


Lead in: a suggested task to warm trainees to the topic of the session — this is included in the trainer's notes 


Wid ad od a 


Main tasks: a variety of discovery and discussion tasks that trainees work through 


Thinking about your teaching: this is an optional reflection task that gets trainees to consider the points made in the unit -= 
this is included in the trainer's notes. 


What further autonomous learning can trainees do? 


The questions in the final Reflection task can be written on the board to form the basis for discussion amongst trainees during the 
session. Alternatively, trainers can suggest that trainees maintain professional development diaries or logs during the training 
or professional development programme they are involved in. The questions can then be used as prompts for written reflection 
after each training session and as a springboard for further personalised reflection, 


Here is a list of suggested further readings for Units 25 to 30: 

è» Unit 25: Douglas Brown, H, 2002. ‘English Language Teaching on the *Post-Method" Era: Towards Better Diagnosis, 
Treatment and Assessment, 

e Unit 25: Richards, J. C. 2002. ‘Theories of Teaching in Language Teaching". 

e Unit 26: Nunan, D. 2001. ‘Second Language acquisition’. 

+ Unit 27: Silberstein. S. 2001. ‘Sociolinguistics.’ 

e Unit 28: Graddol. D. 2006. English Next. 

e Unit 29: Finney, D. 2002. ‘The ELT Curriculum: A Flexible Model for a Changing World.’ 
Unit 29: Crawford, J. 2002. ‘The Role of Materials in the Language Classroom: Finding the Balance.’ 
Unit 30: Bradley, G. 2001. “Assessment. 


These readings can be found in the following two books: 


- The Cambridge Guide to Teaching English to Speakers of Other Languages edited by Ronald Carter and David Nunan (Cambridge 
University Press, 2001) 


- Methodology in Language Teaching edited by Jack C. Richards and Willy A. Renandya (Cambridge University Press, 2002) 
as well as a freely available online resource: 
- English Next by David Graddol http://www.britishcouncil.org/learning-research-englishnext.htm 


If doing further reading, trainees could adopt an active Reading and reaction approach to reading.' Trainees read and make notes 
on the content. At the same time, they can write down in a column on the right hand-side of the notes their comments or they 
can pose questions. The notes, together with the reactions, can be handed in to their trainer who can provide feedback on the 
comments and questions. Alternatively, trainees could keep an electronic diary that they give trainers access to, A worksheet 
providing trainees with instructions and an example can be found on page 127 of the appendix. You can give this to trainees 
when setting up a Reading and reaction programme. It is important to reassure trainees that trainers will not comment on the 
way they take notes, but will merely respond to comments and answer questions. This approach aims to provide more purpose 
to background reading and to develop trainees’ critical thinking skills when reading about methodology and background issues. 
It should also provide an insight into the way trainees process information and open up a dialogue between trainer and trainee. 


' idea taken from Evans, 5 & K. Bayne. 2009. ‘A “critical” process for developing EAP reading, writing and thinking skills’. Presentation given 
at the English Australia Conference. See also Evans, 5, 2008. ‘Reading reaction journals in EAP courses’. English Language Teaching Journal vol. 62 | 
no. 3, 


Summary 


Focus 

Aims 
Contexts 
Preparation 


Classroom methodology 


Pre-service or new in-service teachers 
60—75 minutes 


TO sequence. 


Lead in 


Ask trainees to think of à previous learning experience 
not associated with language learning. Write the following 
question on the board: 


* To what extent were the lessons teacher-fronted and to 


what extent were they learner-centred? How did you feel 


about this? 


Trainees discuss their ideas in pairs or small groups. Conduct 
leedback and elicit some personal examples from trainees. 


1 


d 


2b 


3a 


3b 


10 


a-b Give each trainee a copy of worksheet 1. Ask 
trainees ro do Task 1a alone and then check their 
answers in pairs. Ask the pairs to discuss Task 1b. 
Conduct feedback. 


la Ib 2d 3a 4e 5c 


Ask trainees to do this task alone and then check 
answers in pairs. Conduct feedback. 


le 2c 3a 41 Sh 6g Tb 8d 


Put trainees in pairs to do this task. 


You are a policeman. 

Write down your ideas, then talk to your partner. 
Talk to the person (sitting) on your right. 

These instructions need to be spaced out over two 
different stages of the activity, Initially, only the first 
instruction needs to be given (talk to vour partner on 
vour left, then check your ideas with your partner on 
your right). Once learners have done this, the teacher 
can give the next half of the instructions. 

First make notes, then check your ideas together. 
Everyone talk to your partner and have a conversation, 
Match the pictures to the paragraphs in the text. 

Now look for language examples like this in the 
sentences. 


Emo d udo m 


OD -J GM wi 


Cut up copies of this task from the appendix, p.106. 
Put trainees in pairs and ask them to order the teacher 
instructions, Conduct feedback and then give each 
trainee a copy of worksheet 2 containing the answers. 


Put trainees in pairs to discuss these questions. 


L Step | through to 7 — giving instructions 
2 Step 8 through to 10 - checking instructions 


Classroom management and teacher language 


lassroom management and teacher language 


da 
4b 


Trainers Ne 


To explore effective ways af setting up and managing classroom activities 


Photocopy both worksheets for all trainees. Cut up Task 3 from the appendix, p.106 for pairs or small groups 


3 5o that the learners’ attention remains on the teacher. 

4 Teachers should project their voices so they can be 
heard. 

5 Ina central position so he or she can maintain eye 
contact with all learners. 

6 Just before handing out the worksheets. 


Ask trainees to do this task alone. 


Explain that trainees should mingle and ask each other 
the questions. Make it clear that they should ask each 
trainee only one question, and not repeat a trainee's 
name in the middle column. 


a Using gestures can add visual support to instructional 
sequences. 

b While it is important to be able to maintain eye 
contact with learners, in some situations it may be 
culturally inappropriate and threatening. 

€ Body position will depend on classroom layout and 
cultural norms. For example, in some countries it is 
considered undignified for a teacher to sit on a desk. 

d While it is usually a good idea to monitor, it may be 
difficult with very large groups. Alternatively, close 
monitoring too soon in a speaking task may inhibit 
learners and stop them from speaking. 

e Some teachers are able to get learners’ attention 
by eye contact or raising their hand. Also, voice 
projection is less important with very small groups. 

[ {tis usually preferable to nominate a learner after 
asking a question. This can help keep all learners 
involved in the lesson. 

g This will depend on the nature af the furniture in the 
classroom, the size of the room and the size of the 
learner group. 

h Again, classroom layout may make it difficult for 
teachers to move away from the front of the room. It 
is usually preferable for the teacher to be in a central 
position for teacher-fronted activities in a lesson such 
as giving instructions or drilling new language. 


Reflection task 


Are learners sometimes unsure what they have to do 
when you give instructions? Why do you think this is? 
What can you do to improve the clarity of your 
Instructions? 


1 Classroom management and teacher language 


1 Interaction patterns 


Worksheet 1 


1a Choose an activity from the box that is suitable for each type of interaction pattern. 


| d xA 
| d extensive reading e simulation of a courtroom trial 


| | Interaction 1 Plenary 2 Learner 


pattern 


| arole play b giving feedback on an activity to the whole class c find someone who ... 


working alone 


3 Learners 
working in 
pairs 


1b How often do/will you use each interaction pattern? Give reasons for your answers. 


2 Teacher language 


2a Examples 1-8 of teacher language are problematic in some way for pre-intermediate learners. Match the examples 


to the descriptions of problems a-h. 
1 | If you can imagine for a moment that you are a 
- policeman ... 


Jot down some ideas, then have a bit of a chat with 
. your partner, 


| Could you possibly talk to the person sitting on 
^. your right. 


vour other partner on your right, then get up and share 
your ideas with other learners and find out who has the 
. most similar ideas and talk to that person about why. 


The teacher language ... 

a is overly polite 

b isoverly descriptive, 

c contains difficult colloquial language. 
d contains too much complex jargon 


= Ug ™ i 


SOT ea ete me ee a DOM oT Cee UE. DECRE 
First talk to your partner on your left, then check with 


5 | Having made your notes, you will then be able to 
. check your ideas together. 


All learners — talking to partner — make 
“ Conversation. 


Now match these beautifully illustrated pictures 
to the randomly chopped up paragraphs from 
“ this fascinating text. 


8| Now try to determine which of these discourse 
features can be found in these utterances. 


is too hypothetical. 

contains too much information all at once 
is overly simplihed and unnatural. 
contains complex grammar structures. 


2b Rewrite the examples to make them clearer for pre-intermediate learners. 


—= 


Teacher Training Essentials 
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3 
3a 


4a 
4b 


12 


| STEP ONE: Teacher holds up a worksheet. 
| STEP TWO: Now I want you to match these eight words ... 


1 Classroom management and teache 


Giving instructions 


Answers: 


STEP THREE: Teacher points to the left-hand side of the worksheet. 


-—— 


STEP FOUR: ... to the definitions on the right. 
STEP FIVE: Teacher points to the phrases. 


STEP SIX: There's one extra definition that doesn't have a word. 
STEP SEVEN | want you to do this alone and check in pairs after 
| STEP EIGHT: OK then, how many words are there? (Learners: Eight) 

| STEP NINE: And how many definitions are there? (Learners: Nine). Good. 
STEP TEN: And finally, are you 
| STEP ELEVEN. Teacher hands out the worksheet. Learners start the task. 


going to do this together? (Learners: No) 


Managing the learner group 


= Worksheet 2 b= E 


r language 


3b Discuss these questions: 

1 Which steps of the sequence give the 
instructions? 

2 Which steps of the sequence check the 
instructions? 

3 Why does the teacher wait to hand out 
the worksheet? 

4 What should teachers do with their voices 
when giving instructions? 

5 Where should teachers stand when giving 
instructions? 

6 If you wanted your learners to change 
seats to carry out this task, at what point 
would vou give that instruction? 


Read the classroom management techniques in the table below and complete the 'Me' column. 


Mingle. Ask each person only one question, then talk to someone else. 


a uses gestures a lot 


sometimes avoids eye 
contact with his/her learners 


likes to sit as well as stand 
during a lesson 


always monitors learners 
during pair work 


doesn't have to project their 
voice 


asks a question, then 
nominates a learner 


likes moving the classroom 
furniture during a lesson 


always stays at the front of 
the classroom 
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2 Providing feedback and correction tecl 


 Trainer's Notes 


niques 


Summary 

Focus Classroom methodology 

Aims To outline good practice in giving feedback and correcting learners 
Contexts Pre-service or new in-service teachers 


Duration 60-75 minutes 


Preparation Photocopy both worksheets for trainees; cut up Pelmanism for Task 5 from the appendix, p.107 into sets of 24 


cards (one set for each group af four). 


Lead in 
Write the following question on the board: 


* What different kinds of feedback have you received in your 
life? How do you like to receive feedback? 


Trainees discuss their ideas in pairs or small groups. Conduct 
feedback and elicit some personal examples [rom trainees. 


1a Give each trainee a copy of worksheet | and ask them to 
do Task 1a alone and then check their answers in pairs. 
Conduct feedback. 


© content-based feedback | language-focused feedback 


23578 


1D Ask trainees to do Task 1b, Conduct feedback, making 
the point that the teacher appears to be conducting 
content-focused feedback, but in the middle of this gives 
language-focused feedback which inhibits the learner. 


2a Ask trainees to discuss whether the suggestions are 
good practice or not in pairs or small groups, Conduct 
feedback. 


|I not good practice 2 good practice 3 good practice 
4 not good practice 5 good practice 6 not good practice 


2b Ask trainees to match the suggestions from 2a with a 
rationale from 2b. Conduct feedback. 


a5 b3 cl dó ež [4 

3 aand b Give each trainee a copy of worksheet 2. Ask 
trainees to do these two tasks alone. Conduct feedback. 

QD 3a lspoken 2spoken 3 written. 4 spoken 


5 written 6 spoken 75spoken 8 spoken 
3b a7 b4 cl d5 e8 f2 g3 he 


iC Put trainees in pairs to discuss Task 3c. (Make sure that 
they do not refer to Task 3d at this stage.) 


3d As the pairs complete Task 3c, ask them to do Task 
^d, discussing what the teachers in 3d would do and 
comparing it with their own ideas. Conduct feedback. 


$3 Laura-3 Neil-8 Luis-7 Emiy-1 Tom-6 
Zarina- 2 5arah-5  Nick—- 4 


4a Ask trainees to do this task alone and then check their 
answers in pairs. Conduct feedback. 


Tzstense SPzspelling WW = wrong word 
C = countable/uncountable P = punctuation 
are = delete word T = word omitted WO = word order 
WF = wrong form of the word 
WP z wrong phrase/expression 


4b Put trainees in groups of four to discuss this task. 
Conduct feedback, accepting dillerences of opinion. 


1] on (the) internet about (a) six weeks eEnglish:; more 
informations; students (are there) in classes; sese any 
tivities; is single or deuble (shared). 

2 Trainees may agree or disagree with the corrections 
the teacher has made. The rationale behind the 
teacher's corrections is to focus on errors in language 
which the learner should know at this level. The 
teacher has not corrected language which does not 
impede understanding and is difficult for the learner’s 
level, lor example, articles. 

3 No, trainees can develop their own correction system. 
But they need to be consistent with learners and 
provide them with a key the first time they use the 
correction system. 


5 Put the trainees in groups of four. Give each group the 
set of Pelmanism cards in the appendix, p.107. Ask them 
to spread the cards out face down and take turns trying 
to match the correction to the error. If the error and 
correction cards do not match, they are placed face down 
again, and play moves to the next trainee. 


See appendix 


action task 
* Do you feel you do too much ar too little correction in 
your current teaching? Why / why not? 
* Do you ask your learners how much and what type of 
correction they want? Why / why not? 
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1 


A 
3 


feedback is content-based or language-focused. 
The teacher ... 


asks learners whether they agreed or disagreed with each 
other in a discussion about public transport. 

checks answers to a controlled practice gap-fill task. 

tells a learner to think about the tense she has just used 
in an utterance. 

tells a learner that she found his story exciting to read. 
writes words up on the board that learners stressed 
incorrectly when doing a role play. 

asks learners how many other learners they spoke to 
after a ‘find someone who ...' task. 

repeats a correct version of a structure that a learner has 
said incorrectly when practising a dialogue in pairs. 
praises a learner for using wide-ranging intonation when 
practising suggestions. 


2 Good practice? 

2a Decide if the following suggestions are good practice 
or not. 
1 


A teacher should always do open-class feedback after a 
detailed listening task without allowing learners to check 
in pairs. 

It is not necessary to give content-based feedback to 
every learner after a role play task. 

Language-focused feedback is optional after a task 
intended to improve fluency. 

Teachers should avoid commenting on learners' ideas 
after a discussion task and only ever give language- 
focused feedback. 

When monitoring, if a teacher can see all learners have 
correct answers to a task, they do not need to do open- 
class feedback. They can just confirm that learners' 
answers are Correct. 

There's no need to give content-based feedback on a 
piece of learner's writing - learners only want to know 
what mistakes they've made. 


^2 Providing feedback and corr 


1 Classroom feedback 


In each situation 1-8, decide whether the teacher's 


1b Look at this example of feedback. What's the problem? 


Teacher: 
Learner: 
Teacher: 
Learner: 
Teacher: 
Learner: 
Teacher: 
Learner: 
Teacher: 


Learner: 


So what did you and Luca talk about, Paola? 
We talk about classic film we like. 

Oh, so which film? 

We talk about Casablanca. 

Talked. What happens? 

Talked? 

Yes, so what s the story? 

We talked about Casablanca? 


That's right — vou told us. But who are the main 
characters 


(silence) 


2b Now match the suggestions in Task 2a to the following 
rationales. 


b 


Teacher [raining Essentials PHOTOCOPIABLE 


It is clear the learners had no problems with the task and 
this saves valuable time in the classroom. 

It i5 not always necessary, but if a teacher hears a 
consistent language problem and it can be dealt with 
quickly, learners usually appreciate it. If not, it is a missed 
learning opportunity. 

Learners often find this kind of task challenging and like 
to check answers with one or two other learners before 
saying what their answers are in front of the whole class. 
Learners also want to know what the teacher thinks of 


their ideas and, if the piece of writing is the answer to an 


exam question, they want to know if they have answered 
the question well or not. 

It is often too time-consuming to give feedback to 
everyone. 

It i5 usually more motivating for learners if a teacher 
shows interest in what they are saying, rather than only 
focusing on language accuracy. 


© Cambridge University Press 2018 


1 techniques 


3 To correct or not to correct? The learner is merely providing an answer to à 
3a Are these error examples most likely to have been made m task and what she says is easy enough to 
in written or spoken ic guage? x tom understand. Given that the focus here is on content 
| Es ZZ. and information | would not bother to correct at all. 
1 Have you ever go to Scotland? S | 


2 Yes and | am having two sisters but no brother. 
3 Despite many people have gone from the country to live 
in city, some people have left large cities to live in small 


| would not correct on the spot because the 
social aim of the task is more important than the 


AI ful tif Zarina linguistic one at this very early stage in the course. 
KATIE VOE ponimus =e However, | might focus on this error once the task 
4 Lets going for pizza. is finished, but | would not say who produced the 


5 it was beautiful day with clear blue sky like painting and Z. error. 
with sun shining on orange roofs. . 


6 The answer to question 1 is husband and wife become The learner sees this as their best effort and. | 
divorce. Sarah despite the errors, the language creates a clear | 
7 lome like footing. picture. | would praise the level of description 


8 | think democracy not always good system, Yes, because de rather than focus on the error. 
country choose bad leader and he do what he want. = | 
When the learner made this statement, she 


/' matcl errors in 3a with the contexts in which | : | : 
am Now match the errors in 3a was engaged in a piece of authentic social 


they were made. 


| Nick communication, so | definitely wouldn't correct on 
Learners are discussing the sports activities they enjoy. | the spot. | might do delayed feedback, particularly 


b The class is deciding what they will do as an end-of-term /. if we had studied suggestions earlier in the course. 
social activity. l = 

c The teacher is drilling learners in present perfect question ! | 
forms. 4 Correcting written work 

d The learner has submitted their final draft in a school 
short-story competition. 

e A group of learners is having a lively discussion about 


4a Read the email written by a pre-intermediate learner. The 
teacher has corrected their work by pointing out some of 
the problems. What do you think the aos stand for? 


politics. (iia oe cM 
f A learner is speaking to a classmate in a first-day getting @ a A Tash 
to know each other’ task. = 
g The learners have submitted an essay for marking after a Dear International Language College | 
lesson that focused on contrastive linkers. I see (T) your website on internet about six weeks | 
h The learner is giving an answer during feedback on a english corse (SP) J | 
reading-comprehension task I would want (WW) more informations about the 
course. How much (C) students in classes, (P) | 
3c What would you do in each situation? Correct on the How (WW) are qualifications of T teachers T, CP] 
spot? Correct later on? Mot correct at all? Do you make (WW) some vith : (WO) 7 | 
I also would 7 know if hostel accommodation is 
3d Read what other teachers would do. Which errors are they single or double? (P) | | 
referring to? Do you agree with them? r T iooking | forward to hear (WF) from you. 
| would definitely correct the linking word because Tov | 
Laura that had been an important focus in the writing m -— c: 
^^. lesson, but | may not bother to correct the articles. 
Learners are getting good fluency practice in the WW - 
discussion and are very engaged with what they sia 
Neil are saving. The errors here are small slips, for ; 
example, the third person singular verb form and z 
1 articles, so | wouldn't bother correcting at all. 4b Discuss these questions: 
YR EGG Payee 1 What errors did the teacher not correct? 
[3 n deg xis earner i x Tying to 52) that apa ate e 2 Do you agree with the corrections that the teacher has 
Luis | go jogging, but his way of expressing this would AA 
| be incomprehensible to many people, | ARA Qt eae eesti E ma 
Z so | would definitely correct on the spot. 3 Are th ese the only symbols you can use when correcting 
| =" wae written work? 
| Because | have just clarified this grammar point, 5 Your trainer will give you instructions for Task 5. 
Emily and the focus in very controlled practice 
cuu | tasks of this nature is on accuracy, then | would 
| intervene and correct. 
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Trainer’s Notes | 


Focus Classroom methodology 
Aims To raise awareness of techniques for successful receptive skills lessons 
Contexts Pre-service or new in-service teachers 


60—75 minutes 


Preparation Photocopy both worksheets for all trainees. Cut up the stages and aims for Task 3 from the appendix, 


p.108 for each pair of trainees. 


Lead in 
Put trainees into groups. Ask them to think about how many 


different texts they have read and listened to so far today. 
Conduct feedback. 


1 Give each trainee a copy of worksheet 1. Ask trainees to 
do this task alone, and then compare their answers in 
pairs. Conduct feedback. 


a3 bl c2 d2 e3 


2  aandb Put trainees in pairs to do these tasks. Conduct 
feedback. 


(D 2a Skim/gist reading 2 a3 reading to infer textual 
meaning =¢3 close reading 2 bl scan reading = 
d2 reading to infer vocabulary meaning = c2 

2b a close reading and reading to infer textual 

ng bscanreading c close reading and 
reading to infer vocabulary meaning d close 
reading e skim or gist reading 


2C Put trainees in groups of three to discuss these questions. 
Conduct feedback. 


1 The nature of the text and the reader's motivation. 

2 Many second language learners forget to deploy the 
reading sub skills that they automatically use when 
reading in their first language. 

3 Learners need to develop and practise reading sub 
skills in a second language. Teachers need to provide 
reading tasks that help them do this. 


3 = Put trainees in pairs to do this task. Cut up the stages 1-8 
and aims a-i from the appendix, p.108 and give each pair 
a set to order and match. Tell trainees the reading text is 
a short newspaper article about the growth of tourism. 
Conduct feedback. Give each trainee a copy of worksheet 
2 and ask them to make a note of the answers. 


le 2d 3i ág 5c 6a Th Sf Fb 


4 Put trainees in groups of four and get them to brainstorm 
the challenges learners face. Conduct feedback. 


Gi) Most learners find listening more challenging than 
reading lor the following reasons: 
* Authentic spoken English is very fast and language 
sounds are unclear. 


16 Teaching receptive skills: Reading and listening 


* When reading, learners can go back and re-read parts 
that they may not understand. 

. Unfamiliar accents can be difficult to understand. 

* Speakers often speak over the top of each other. 

» Spoken language has a higher incidence of phrasal 
verbs and idiomatic language that is often unfamiliar. 

* Much classroom-based listening is done using audio 
equipment and there is no visual support. 


5a Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 


Point out how many of the problems relate to the 
planning stage and, therefore, could have been avoided. 


5  bandc Put trainees into three groups and assign one 
topic to each group. Ask the groups to brainstorm advice 
for their topic. Remix trainees into groups of three — one 
trainee from each of the previous groups -= and ask them 
to share their ideas. Conduct feedback. 


Choice of text: choose a text that is motivating and 
interesting for learners; make sure the recording sounds 
natural. but isn't too fast for lower levels; avoid strong 
regional accents; it often helps lower-level learners if 
à dialogue is spoken by a man and a woman so the 
participants are easily distinguished. 

Creating listening tasks: it helps to think of a lead in 

before learners listen: create tasks that are suitable for the 

lexi; ma ke the tasks manageable for learners. 

etting up listening: make sure the tape/CD player is 

uid explain the overall context of the listening and what 
kind of text it is; give clear instructions; set the task before 
playing the text; let learners check their answers in pairs 
before conducting feedback, 


* Think of a group of learners thàt you are currently 
teaching. Which receptive skill do you think you 
practise more with this group? Why? Do you think you 
need to change the balance? 


| 
i | | | | i | | B BAM 
L | | | | 


tat 


3 Teaching receptive skills: Readi 


Worksheet 1 


IIIA TT — — — — — ! : EE 


ing and listening 


1 Quiz:the texts you read 


For each question, choose the best answer. 


You come across an article about a film you've just seen d You want to know what time the next train home is. 
How do you read your local train timetable? 
(O1 From the beginning until you find 
the relevant page. 
O 2 By flicking through the pages 
to locate the specific piece of 
information e need. 


and you want to know if the writer enjoyed it as much as 

you did. How do you read if? 

() 1 By looking for individual words 
and/or numbers. 

2 By looking for any vocabulary that 
is unknown fo you and checking il 
in a dictionary 

(C) 3 Quite quickly to get a general idea 
of the writer's opinion. 


© You are doing some research into different viewpoints of 

a key historical event. You come across an article by an 

unknown writer. How do you read if? 

(Q1 Quite quickly to look for any facts. 

() 2 By searching the text, looking for 
any difficuli words. 

3 Quite carefully to find out whether 
you can detect any political bias. 


You have just received a contract for a new job. Before you 

sign it, how do you read il? 

1 Very thoroughly, focusing in detail 
on all the information in the contract. 

C) 2 Intensively looking for spelling or 
punctuation mistakes. 

3 By scanning to count the number 
of clauses in the contract. 


@ Anewspaper article you are interested in includes a few 
words you don't know the meaning of. How do you read if? 


Q 1 Stopping and starting to look up 
each new word in a dictionary. 

© 2 Atanormal rate, trying to guess 
the meaning of the new words. 

Q 3 Aranormal rate, skipping the 
sentences that contain difficult words. 


= 


2 Reading sub skills 
2a Match the reading sub skill terms below with the answers to Task 1. 
skim/gist reading 
reading to infer textual meaning 
close reading 
scan reading 
reading to infer vocabulary meaning 
2b Which of the sub skills from 2a are typically used when reading: 
a poem 
a phone book 
an academic article you are interested in which contains some unfamiliar terminology 
instructions for assembling flatpack furniture 
a newspaper article you have limited interest in 


e 5D oO £/ & 


2C Discuss these questions: 
1 What affects the way we read texts in our first language" 
2 if you are learning a second language, do you read in the same way as you do in your first language? Why / why not? 
3 What can we do to address these issues in the English-language classroom? 
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5b In groups, brainstorm advice you would give on one of the topics below. 


5c Work in groups of three (one person from each of the previous groups) and share your ideas. 


18 


- onum n y = E  -— = 
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P e - . | a | è * | 
~ 3 Teaching receptive skills: Reading and listening 
3 The aims of a reading lesson 
Following feedback from this task with your trainer, match the stages 1-9 with the aims a-i so you have a record of the 
answers. 
1 Learners discuss a memorable tourist experience In pairs. a To provide practice in inferring the meaning of new 
2 The teacher explains the meaning of two key words in the vocabulary. 
text. b To provide spoken fluency practice by exploring the topic 
3 Learners read and choose the best of three summaries for of the text further. 
the text. c To provide practice in scan reading for specific words. 
4 Learners read again and answer true/false questions d To clarify the meaning of key vocabulary items. 
about information in the text. e To provide spoken fluency practice and to activate prior 
5 The teacher writes five new words on the board from knowledge about the topic of the text 
the text. Learners look for these words in the text and f Todevelop awareness of reading sub skills. 
underline them. g To provide practice in close reading 
6 Learners guess the meaning of the new words in the text. h To encourage learners to notice grammatical features in 
7 The teacher asks learners to underline examples of the the text. 
present perfect in the text and to discuss why the tense Is i To provide practice in reading for gist. 
appropriate in each instance. 
8 The teacher asks learners to talk about the different kinds 
of reading skills they have practised. 
9 Learners discuss the effects of tourism in their city in 
small groups. 
4 The differences between listening and reading 
From a learner's perspective, what are the key differences between reading 
and listening lessons? Are reading or listening lessons more challenging? 
What are the challenges? 
5 Managing the challenge of listening 
5a Sortthe following list of problems associated with listening lessons into 
the Venn diagram. Some problems can be placed in more than 
one category. 
1 The speed of the speech in the dialogue was too fast. degen 
2 The listening took place at the end of the lesson when the learners AT 
were tired. 
3 The task was too challenging 
4 The instructions for the listening task were unclear. 
5 The CD wasn't cued and learners got confused about what 
they should be listening to. 
6 There no was lead in for the listening text. 
7 The recording of the dialogue wasnt clear. 
8 Learners didn't get a chance to check their answers to the cad T 
task in pairs before doing feedback. | deci Pia | | management 
9 The speakers in the dialogue used a strong regional accent. | br he kaati 
10 The teacher forgot to explain the context of the dialogue. 
11 The vocabulary in the listening text is quite difficult. 
12 The subject of the conversation wasn't particularly interesting for learners. 


Creating listening tasks 
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| Setting up listening tasks in classroom i! 
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4 Oral fluency and speaking 


Summary 


Focus Classroom methodology 


Trainer's Notes 


skills 


Aims To explore ways of developing learners' oral fluency and speaking skills. 


Contexts New or experienced in-service teachers 
Duration 60-75 minutes 


Preparation Photocopy both worksheets, and make multiple copies of the role play cards in the appendix, p.109 for 
Task 1. The dialogue cards in the appendix, p.109 for Task 4 also need to be cut up for ordering. 


Lead in 


Put trainees in small groups. Ask them to think of as many 
different speaking tasks as possible. Set a time limit of a 
minute. Conduct feedback and list ideas on the board. 


1 a and b Give each trainee a copy of worksheet |. Put 
trainees in pairs. In each pair, give one trainee the 
Teacher A role card, and the other trainee the Teacher B 
role card from the appendix, p.109, Ask them to have a 


discussion, expressing the views on their role cards. How 


did they find the discussion? Conduct feedback. 


Make the point that without an information gap and 
some kind of conflict, speaking tasks are not generative 
and will peter out. 


2 Put trainees in small groups to come up with some rules. 
Conduct feedback. 


D I its important to have an information gap so that 
learners have a reason to speak to each other. 

2 Make sure you choose topics that are of interest and 
are relevant to your learners. 

3 It'simportant to vary task types so that learners 
remain motivated and are not bored. 

4 itis often important to give learners time to think 
about and/or plan what they are going to say. Don't 
be afraid of the silence this requires. 

5 Consider how you will deal with error correction, Will 
vou correct? H so, what will you correct? (Refer to 
the aims of the lessons.) Will you provide individual 
leedback or whole group feedback? 


3 aand b Ask trainees to work alone to write a first 
draft of the aims for each task, then get them to check 
answers in pairs. Conduct feedback on 3a belore getting 
them to discuss the questions in 3b. 


D 3a suggestions: 

|I To provide semi-controlled practice of the present 
perfect simple and progressive to talk about past 
actions with a connection to the present. 
To provide oral fluency practice on the topic of crime. 
To highlight strategies for making and refusing polite 
Interruptions. 
4 To provide freer personalised practice of causative 

‘have’ and ‘get’, 


we bo 


da 


4b 


4c 


QD 
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3b 

Oral fluency: 2 Oral language practice: | 

Language practice activities have a clear linguistic 

agenda, whereas fluency activities do not aim to 

practise a specific grammar item. 

3 It focuses on specific strategies or subskills for oral 
interaction. 


hd m- 


Put trainees in pairs and give each pair à set of dialogue 
cards from the appendix, p.109. Ask trainees to make 
five mini dialogues of either two or three lines between 
two people, A and B. Conduct feedback. 


Dialogue 1: 9, 5 Dialogue 2: 3. 11. 7 
Dialogue 3: 13, 2, 10 Dialogue 4: 8, 1, 12 
Dialogue 5: 4. 6 


Give each trainee a copy of worksheet 2. Ask trainees in 
pairs to match the dialogues to the speaking skill they 
exemplify, Conduct feedback. 


the phrases show where the speaking sub ski " used 
— clarification: Dialogue 4: Si IT 


Tum taking Osage: and s 


Boundary o or mea marking: Dialogue 5: So let's now 
ive a look at their written proponi 

Feedback: D Dialogue 3: Lbet vou did 

Repair: Dialogue 2: I did pass. | just didn’ t do as well as 

I'd hoped. 


Ask trainees to discuss the questions in pairs. Conduct 
feedback. 


] Speakers use visual clues like gestures, facial 
expressions, eye contact (or lack of it), nods of the 
head and body position. 

2 These are known as paralinguistic leatures. 

3 Showing video recordings ol native speakers 
interacting can highlight paralinguistic features. 


It might help to do an open-class example of a. Put 
trainees in groups to brainstorm ideas. Conduct feedback. 


Reflection task 
* How often do you focus on specific speaking skills and 


strategies? Do you do too much or to 


little? Why? 
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Lr | | S Worksheet 1 


4 Oral fluency anc 


1 Warmers 3 OD asong FOR PORHUDSION TED INTEARUPT 


| , XP a) Match the beginnings of sentences 1-6 to the ends of 
1a Your trainer will give you and your partner a role card sentences a)-D. Which sentences sound more polite? 
each. Have a discussion, putting forward your views as 1 Sorry to bother you, — 4j busy? 
they are stated on the role card. “hry yon b] a word? 
| Enn i d got a minute? 
1b Did you have an interesting discussion? Why / why not? | was wondering if 4] disturb you 


Are vo a) a good time? 
Can I have f | could see you for a moment 
REFUSING PERIISSIORN TO PNTERRLIPT 


2 Good ideas for oral fluency tasks 


In groups, write some rules to help make oral fluency tasks b) Lo s^» — uH refusing permission. Fill in the 
à ! u " M ines wv 
work well. Think about the following ideas. ac : === 
1 Information gap | EL LZ PER: TU pushed | 
Sorry, this En a good 
m I'm really up it a1 the moment 
2 Topics I'm afraid Tm a bir. up just now 


lm rather _. [or time at the meormeni 
$ lm really rather right now 


3 Task types 


TIPI è lÍ we are refused permission we often say. 
Don't worry, 05 nor impeortamtir cam was mx unen 


2 - lll catch you later'some other time 
4 Planning, thin king time When ard Pli li bu a god Einaria batiet timc more comvenmient? 


c) What can we say if we want io give someone 


5 Error correction permission to interrupt? 
d) Check in GCSB p127. 


4 | ——— 
3 What are the aims? ' Get ready ... Get it right! - 
3a The following tasks are from face2face Upper Intermediate. © d a — ela primes lign Ans 
Decide what the specific aim of each task is. yourself. Use these prompts, the phrases in 1a) and 


"E — vour own ideas. 


7 a) Work on your own. Make questions with vou 

| with these words, Use How long ...? or How 

| much/many ...? and the Present Perfect Simple or 
Present Perlect Continuous. Use the continuous 
form if possible. 


o E 


cut/hair dye/hair — clean/car prnt/photes  do/gardening | 
clean/windeows danais  clpan/heuse — wash/clothes | 
| 
| 


irondlothes delvernfosd — alter/clothes — paint/house 


= = = eee M H Ml ——— — 


a) Work in groups. Take turns to tell cach other about 
the things on your lists. Ask lIollow-up uestions if 


1 /pauntries f visit ? possible Who i 15 ihe mice practical person in thee group? 


How many countries have you visited? 
| 2 / live in your house or flat? 
| 3 / phone calls / make / today? 
|i: 4 / study / English? 
|: 5 / know / your oldest friend? 
i: & /spend / on [nod today? 


l | have my hair cut OR gut: m Sizer do y 
, about once a month. , mane. She's really good 
jr = = iii — — wt 


b) Tell the class about the most practical person in your 
group. Who is the most practical person in the class? 


;. b) Work with your partner. Take turns to ask and 
| answer the questions, Ask follow-up questions, 
3b Discuss these questions: 
1 Which tasks focus on oral fluency and which focus on oral 
language practice? 


n | : langu | : | 
| : 2 How are these types of tasks different? 


a) Work on your own, Read about a crime thai * Lx EET DEREN ae Fe 
happened in the UK. Then write five words 3 How can you categorise the other task: 


phrases to help you remember the crime. 


secretary sole £4.3 million 
MG RE de Wabd dir a 
period of several years. She was caught a few 
weeks before she was planning to leave her 
job and start a new life in a £750,000 villa in 
Cyprus. A pu 


—— ÀJ. — dà ad a 


: b) Work with the other people in your group. 

: Take turns to tell each other about the crime in 
: a) Use your own words if possible. After cach 
crime, decide what punishment you would 

; ehe given the criminal if you'd been the judge. 


: €) Turn to p159, Read what happened to the 
: criminals. Do you agree with the sentences that 
: the judges gave them? Why?7/Why not? 
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4 Speaking skills 


4a Answers: 


Dialogue 1: 
9 A: ... and so those are all the points | need to explain. 


5 B: Thanks for that. Does anyone have any questions 
about the points that have been made’ 
Dialogue 2: 


3 A: | was so disappointed with my exam result. 
11 B: Dont worry. You can resit it l'm sure you'll pass next 


time. 
7 A: | did pass. | just didn't do as well as I'd hoped. 
Dialogue 3: 


13 A: We saw some amazing things. 
2 B: | bet you did. 


10 A: 5o many breathtakingly beautiful buildings! 
Dialogue 4: 
8 A: Then to finish you just click here where it says log 
Out 
1 B: 5o,l1 don't have to save the doc? 
12 A: No, no. It automatically saves itself. 
Dialogue 5: 


4 <A: 
6 B: 


In short, the discussion was very constructive 
Pleased to hear it. 5o let's now have a look at their 
written proposal, 


4b Match the mini dialogues from 4a to the definitions of 
speaking skills below. 
Seeking clarification — when you check information with the 
person you are speaking to. 
Jurn taking — when you indicate to other speakers that you 
have finished saying what you want to say, and when you 
indicate that you would like to speak next. 
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4c 


= 4 Oral fluency and speaking skills 


Boundary or transition marking — when you indicate to the 
other speaker that you are going to Start talking about a new 
topic. 

Feedback — when you use small phrases, words, sounds or 
gestures to show the speaker that you are listening to what 
they are saying. 

Repair — when you correct yourself when you speak, or 
when you rephrase something if you think the other person 
hasnt understood you. 


Discuss these questions: 

1 What visual clues do speakers use to support some of 
these speaking skills? 

2 What do we call these clues? 

3 How can we help learners develop awareness of these 
visual clues? 


What could you do? 


Below are suggestions for contexts and resources for 
speaking tasks. What could you do to make an interesting 
task for learners? 
a Speaking skill: Transitions or boundary markers 
Context: Telling a story (monologue) 
Resource: a tape recorder or MP3 player that can record 
What could you do? 


b Speaking skill: Turn taking 
Context: A simulation of a business meeting with three or 
more participants 
Resource: one student who observes the meeting, but 
doesnt take part 
What could you do? 


c Speaking skill: Seeking clarification 
Context: Someone explaining a new software programme 
to another person 
Resource: three examples of phrases used to seek 
clarification on strips of paper 
What could you do? 


d Speaking skill: Providing feedback 
Context: Frends telling each other what their week at 
work was like 
Resource: checklist that measures feedback during the 
conversation 
What could you do? 


e Speaking skill: Repair 
Context: Patient telling a doctor about symptoms 
Resource: tour examples of incomplete conversations 
where there has obviously been a breakdown in 
communication 
What could you do? 
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5 Developing learners' 


Summary 


Focus Classroom methodology 


vriting skills 


Aims To contrast process and product approaches to developing learners’ writing skills 


Duration 


New or experienced in-service teachers 


60—75 minutes 


Preparation Photocopy both worksheets. Cut up the Lesson A and Lesson B stages for Task 4 [rom the appendix, p.110. 


Lead in 


Write the following questions on the board: 
* How olten do you write something during a typical week? 
* What is your overall attitude towards writing? 


* Does this affect the way vou deal with writing in the 
English language classroom? Why / why not? 


Trainees make notes on their own fora minute or so, then 
discuss in small groups. Conduct feedback. 


Give each trainee a copy of worksheet |. Put trainees in 
T cf h 1 py ol ksheet |. Putt 
pairs to do this task and then get them to check answers 
with another pair. Conduct feedback. 


(D a It is mostly planned and contains very lew extraneous 

words. 

b The discourse is often very organised and observes 
formal boundaries such as paragraphs and chapters. 

€ It is usually neutral or formal in terms of style and 
register. 

d Feedback is usually either absent or delayed. 

e There is a higher incidence of both simple and 
complex complete sentences. 

f Usually a higher incidence of noun phrases. 
Uses punctuation to help make meaning clearer, and 
vocabulary choices tend to be more precise. 

h Writers use layout, headings and different typefaces to 
SUPPO 


Use the answers above to build up a list on the board, 

(ike the one below) of what we need to teach when we 

teach writing: 

* planning 

* organisation of ideas, discourse features 

* clear communication 

* formal register 

* rules of grammar — how to form more complex 
SCTILCTICES 

* noun phrases 

* punctuation, wider vocabulary 

* layout, importance of presentation 


2 Put trainees in small groups to discuss the questions. 
Conduct feedback. 


3 aand b Ask trainees to do Task 3a alone, and then 
check their answers in pairs. Ask each pair to discuss 3b 
together. Conduct feedback. 
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G) Ja Process approach: |, 2, 5, 7, 8 
Product approach: 3, 4, 6, 9, 10 
Jb The process approach is more concerned with the 
different steps that writers go through (the process), 
while the product approach focuses more on the end 
result of writing (the product). 


4  aandb Put trainees in small groups and give each 


group a set of the cut-up strips from the appendix, p.110. 
Ask them to order the two lessons. Give out worksheet 2 


and ask groups to compare their answers with those on 
the worksheet. Conduct feedback by answering 4b às a 
whole group. 


4b Lesson A product focused; lesson B process focused. 


ác Put trainees in groups to discuss these questions. 
Conduct feedback. 


G) 1 Grammar or vocabulary through to paragraphing 
and lavout. It is quite common to focus on written 
discourse like linking words. 

2 Not necessarily: it could be very difficult for learners 
with opposing views to callaborate on a discursive 
essay. 

3 No, the process and product approaches are not 
mutually exclusive and teachers will often embed 
aspects of one approach inside the other. 


5 aand b Put trainees in groups to discuss their ideas for 
5a and answer the questions in 5b. Conduct feedback. 


5b 
1 forming letters, spelling, punctuation, editing, 
cohesive ties, paragraphing 
2 relevant content, layout, editing, paragraphing 
3 forming letters, spelling, layout, punctuation, cohesive 
ties, paragraphing 
4 including relevant content, editing, paragraphing 


Reflection task 

Nriting is sometimes called 'the Cinderella skill' because 
it is the easiest to neglect, Do you feel this is the case 
with your own teaching? How do vou try and provide a 
balanced writing programme? 
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5 Developing learners' writing skills 


1 Spoken vs. written language 


Below are some typical features of spoken language. Write an associated corresponding feature of written language. 


| The discourse is often ‘untidy. 


A higher likelihood of an informal style or register. 


The speaker is usually able to get instant feedback on their 
message. | 
Often made up of a series of utterances that are not complete 
sentences. 


Conveys meaning through stress, intonation and pauses. 


The speaker can support their message using gesture and 
facial expression. — 


Discuss these questions: 

a Do you think that written practice of tenses helps to develop writing skills? 
Why / why not? 

b Where do learners usually write their first draft of a piece of writing — at 
home or in class? Why? 

c Do you often get learners to focus on cohesive devices in their written 
work? Why / why not? 

d How good are learners at editing their own and each other's written work? 

e Do you sometimes get learners to brainstorm ideas for writing in groups? 
How effective is this? 

f Which of the following aspects of writing do you consider the most 
important: punctuation, correct grammar or paragraphing? 

g Do you believe it helps learners to provide a model text for a piece of 
writing? Why / why not? 


3 Process or product? 


3a Writing is often discussed with reference to process (where a new text is built through a series of planning and re-drafting 
stages) and product approaches (where a text is analysed and imitated). Which approach do you think the following 
descriptions of methodology are talking about? Put the numbers in the correct box. 


A product approach to writi 


1 Learners express their ideas freely and fluently in writing without being overly concerned with accuracy. 
2 Pieces of writing will go through two or three drafts. 
3 Learners start a piece of writing with a sentence, this being the basic unit of written language on which to build. 
4 Learners analyse the key features of specific genre or text types so they can imitate them. 
5 Teachers encourage learners to share their written work and give each other feedback. 
6 There is a strong focus on grammatical accuracy and teachers mark most grammar mistakes in learners written work. 
7 Learners will often begin writing something by brainstorming ideas with their classmates. 
8 Learners will often work on a piece of writing collabaratively. 
9 Written work is marked as ‘pass’ or ‘Tail’ according to a specified standard. 
10 Learners are encouraged to work on writing alone, often outside class time. 


3b What do you see as the key difference between the two approaches? 
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^ . 5 Developing learners’ writing skills 
4 Whatare the stages? 
4a Answers: 
Lesson A Lesson B 
* learners read a model text and answer comprehension * Learners brainstorm the content of the text and discuss 
questions about the information in the text. how they can best organise their ideas. 
* Key features in the example text are highlighted and * Learners write the first draft either alone or 
clarified. collaboratively 
* The teacher provides practice of features previously * Learners swap first drafts and give each other feedback 
analysed in the text. on their writing. 
* Learners write their version of the text. e The teacher gives some interim feedback to the learners 
* The teacher gives language-focused feedback on the on the content, organisation and language of their 
learners writing. writing. 


* Learners write their final draft and the teacher gives 
feedback on the writing. The feedback may only focus on 
the content of the text. 


4b Which writing lesson could be described as product and which as process focused? 


ác Discuss these questions: 
1 What kinds of features can be analysed in the product approach? 
2 Should all process writing be done collaboratively? Why / why not? 
3 Are these two approaches mutually exclusive? Why / why not? 


5 Tasks for writing sub skills 


5a When either reproducing a text as a product or creating one in a process, it is important to be familiar with a number of text 
types and sub skills. For each writing sub skill below there is one idea for a task to help develop that sub skill. Think of one 
more idea. 


1 Forming letters 5 Punctuation 
a Briefly show learners a phrase that they have to copy a Learners divide up continuous text into sentences. 
by hand. b 
b 6 Editing 
2 Including relevant content a Learners choose three features they want their 
a Learners, in two groups, brainstorm ideas for an essay classmates to check their writing for. 
on to a board then critique each other's ideas. FI 
b T Creating cohesive ties in text 
3 Spelling a Learners decide what pronouns in the text are 
a Learners find words in a list that have a vowel missing referring to. 
and then correct the word. T 
| b 8 Paragraphing 
4 Layout a Learners divide up a block of text into appropriate 
a Give learners cut-ups of headings, e.g. ‘date’, address’, paragraphs. 
etc. and get them to put them in their correct places b 


on a blank page. 
b 


5b Discuss these questions: 
1 Which of the sub skills focus on writing at word or sentence level? 
2 Which of the sub skills focus on writing at whole-text level? 
3 Which sub skills are more connected with a product focus on writing? 
4 Which sub skills are more connected with a process focus on writing? 
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6 Teaching vocabulary 


Summary 


Focus Classroom methodology 


Aims 


Contexts Pre-service or new in-service teachers 
Duration 60—75 minutes 


Preparation 


contexts for Task 3 from the appendix, p.111. 


Lead in 


Write the following questions on the board: 


* Can you think of a memorable word that you know in à 
language that is neither your first language nor English? 


* What is that word? Why is it memorable? 


Trainees discuss in pairs, Conduct feedback and elicit personal 


examples [rom trainees. 


2a 


Give cach trainee a copy of worksheet 1. Ask trainees to 
read the scenarios and make notes on what the problems 
are, and then compare their ideas in small groups. Conduct 
lecdback. 


a The teacher uses too much unnecessary language 
around the word. 

b The teacher asks learners to say the word when thev 
are unsure of the meaning. The word needs to be 
concept checked belore it is drilled. 

c This is the 12th word that the teacher has elicited 
from learners. Teacher-fronted elicitation of this 
nature is better limited to four or five words. 

d Writing a word on the board will not help learners 
understand the vocabulary item because there is no 
context. 

e The example sentence does not clearly illustrate the 
meaning of the word. 

f Ifa teacher asks learners directly if they understand a 
word, they are likely to say they do, The teacher needs 
to use concept-checking questions to check meaning. 


Put trainees in pairs. Cut up the vocabulary teaching 
sequence from the appendix, p.111, and ask trainees 
to order the stages and then match a rationale to cach 
stage. Conduct feedback. 


2d Sb Ic ġa ól Je 


Put trainees in groups of four to do this task. Conduct 
feedback. 


| mime 2 use realia or a picture 3 give the opposite 
meaning sweet 4 show a picture. 5 a personal 
anecdote or synonym é an oral definition 


Put trainees in groups of four. Give one of the four cards 
(A,B,C,D) from the appendix, p.111, to each trainee 

in each group. Explain that the trainees should share 
ideas in their group for how to deal with each teaching 
scenario, Conduct feedback. Establish that there are 


 Trainer's Notes 


To raise awareness of different approaches to teaching vocabulary 


Photocopy both worksheets. You will need to cut up the vocabulary teaching sequence for Task 2 and the 


three key ways of teaching vocabulary in the classroom: 
teacher-lronted elicitation, learner-centred task or 
guessing the meaning of words in a text. 


Teacher A — Encourage learners to guess the meaning of 
the words from the context. 

Teacher B - Some kind of learner-centred task — perhaps 
learners can match the new words to pictures and/or 
definitions. 

Teacher C - The most efficient way of dealing with these 
words is probably by means of teacher-fronted elicitation. 
Teacher D — A learner-centred task where learners match 
the verb-noun collocations as a way to working out the 
meaning of the verbs. 


Give each trainee a copy of worksheet 2. Ask trainees to 
work in pairs and then check their answers with another 
pair. Conduct feedback. 


(D Category | - Vocabulary games: d, e 


Category 2 - Vocabulary organisation tasks (sorting, 
ordering, etc.): b, 1 
Category 3 — Personalisation tasks: a, c 


a and b Establish that effective vocabulary learning 
requires learners to work independently of the teacher, 
and that it offers an ideal opportunity to develop learner 
autonomy. Ask trainees to do these tasks alone, and then 
compare their ideas in small groups. Conduct feedback. 


5a 

l a mind map is used to record different uses/meanings 
of the phrasal verb put up 

2 adictionary entry — used to focus on the meaning ol 
the word and the way it collacates. 

3 This is a notebook of an Italian learner who has noted 
the false cognates (false friends) library/libreria. 

5b 

| Teachers can show examples of vocabulary cards. 

2 Teachers need to show example pages and different 
ways of recording vocabulary. 

3 Learners will need training on how to read dictionary 
entries and identify key information. 


Reflection task 

* Learners often need a lot of vocabulary revision. How 
can vou help learners revise vocabulary vou have taught 
them? Over a period of time such as a month, track how 
much vocabulary revision vou do. 
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6 Teaching vocabulary 
1 Some teacher problems 


Read the examples of teacher language below. Each one shows a problem that teachers can have when 
teaching vocabulary. Decide what the problem is. - i 
a leacher: Now the expression | want to teach you is ... well, 
it's a phrasal verb — run on — you know, with the verb plus the 
particle. Anyway, that's what | want to teach and it means 
it continues longer than you expected, Thats when you re 
talking about a show or a film or something like that. 
b Teacher: The new word is appraisal. The stress is on the 
second syllable; OK, repeat — appraisal 
(Silence) 
Learner: What means? 
Teacher: OK — just repeat — appraisal. 
c Teacher: OK, our 12th new word today: who knows what we 
call someone whose job it is to take care of a building? 
d Teacher: 5o here on the board is the new word l've written up  ¢ pari pheral’. Does everyone understand the meaning 
- leverage. So what does it mean? athi wan? | i 
e Teacher: Right, the word is foliage. For example, ‘The foliage (Silence) 
was thick and | couldnt see the sun. Teacher: Do you understand? Tae Won? 
Learner: Yes, 


EL. — n- 


2 The steps of elicitation 

2a Your trainer will give you a cut-out version of the stages below. Place the stages 1-6 of the vocabulary teaching sequence in 
the correct order and then match the rationales a-f with the correct step. Once you have done this, mark your answers on this 
worksheet for your records. 


1 Concept check the meaning of the new word. a Learners need to hear the pronunciation before they can 
2 Convey the meaning of the new word by defining it or by repeat It 
using a visual. b lf learners can provide the word, it is very affirming for 
3 Write the new word on the board, indicating the word them. 
class and marking the stress. c Learners need to feel sure about the meaning of the word 
4 Provide a clear oral model of the word. before they say it. 
5 Elicit the word. (If the learners do not know it, or d in order for learners to be able to provide the word, the 
pronounce it incorrectly, say the word yourself.) meaning needs to be clearly established. 
6 Drill the word with learners both chorally and e Learners need a written record of the word and they 
individually. need to find out how it is spelt 


f itis often. a good idea for learners to say the word before 
they see it written down, especially when the spelling of 
the word is at odds with its pronunciation. 


2b With each of the words below there is a suggested mode for conveying meaning. The suggested mode is not very clear or 
efficient for that word. Think of a more effective way of conveying meaning. 


Word Mode of conveying meaning 

1 stagger put on a cline: walking normally — walking strangely 
More effective mode: 

2 stapler mime using a stapler 


More effective mode: 
3 sour (fruit) 

More effective mode: 
4 sunset 

More effective mode: 
5 terrihed 

More effective mode: 
6 doubt 

More effective mode: 


3 Whats the best way? 


Work in groups of four. Your trainer will give you a card each. Each person in the group has a different set of vocabulary to teach. 
Explain what you have to do and ask your peers for suggestions on how to teach the words. 


provide a personal anecdote of eating sour fruit vou didnt like 
give an oral definition 
give the opposite meaning 


read aloud an example sentence that contains the word 
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6 Teaching vocabulary 


4 Putting words to use 5 Learner training 


Below are three different categories of vocabulary practice; 5a Below are examples of autonomous vocabulary learning 
each one has an example. strategies. Identify each strategy and what aspect of 
Put the learner tasks a-f into the correct category (there are vocabulary is focused on in each example 1-3. 

two further tasks for each category). Then name each category | 
based on the different task types. 


Tell me letters to spell a word. 


up sth | 
(e.g. on the wall) j 


put 


/ sb up to sth | 
| (get sb to do sth | 
, bad. or wrong) 


sb up 


| (let sb stay at 
\ your place) y 
[ ategon — 
Which words do you use with an oven? Which do you use with a 

hob? 

bake, grill, fry, boil, roast, steam Z| 


blockbuster /‘blok,bas.tay/ @ /‘bloik,bas.te-/ noun [C] | 
INFORMAL a book or film that is very successful, especially 
because it is exciting: a blockbuster movie / novel 


ategorny 
Tell your partner about 
the last time you caught 
a flight, Use the flight 
departure words. 


5b Complete the table below and then, in groups, discuss 
how teachers should introduce these strategies to 
learners. 


What learners can do | What teachers should do 
outside the classroom... | inside the classroom to 
| promote this ae 


a Practise the adjectives 1 Use vocabulary cards 
Find someone who saw a film that was moving. Ask them why 
it was moving. 

Put the following words in a logical order. 2 Use vocabulary 
break up, get engaged, go out together, get married, make up notebooks 

c Complete the sentence so that you make sense of the ward 
in bold. The most eccentric person I've met was 3 Use English-English 

d instructions: write a word on the board so that two learners learner dictionaries 
(one from each team) can't see the word. The other learners 
in the team who can see the word try to elicit the word from 
their team member. The first learner to say the word wins. 

e Pelmanism: Put all cards lace down. Each learner takes it in 
turns to turn up a red word card and a blue dehnition card. If 
they match, the learner keeps the cards. If not, they turn them 
face down again. The learner with the most cards wins. 

f Order the following crimes according to your opinion from 
least serious to most serious. 
arson, burglary, vandalism, fraud, kidnapping 
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7 Teaching 


! Summary 


grammar 


Focus Classroom methodology 


Trainer’s Notes | — 


Aims To compare and contrast different approaches to teaching grammar 


Contexts 
Duration 


Pre-service or new in-service teachers 
60-75 minutes 


Preparation Photocopy both worksheets for all trainees. Cut up copies of the stages for Task 1 for each group from the 
| appendix, p.112. Cut up and distribute the role cards for Task 4 to trainees from the appendix, p.113. 


Lead in 


Write the following question on the board: 

* Ina multilingual classroom what can be a problem of 
explaining grammar rules? 

Trainees discuss in pairs. Conduct feedback. Make the following 

point: often the explanation of grammar can involve a lot of 

language and terminology that learners can find difficult to 

understand, particularly at lower levels. 

Note: These tasks are designed to complement sessions which 

demonstrate the three approaches to teaching grammar 

outlined in Task 1. 


1a Explain that you are going to look at three different 
approaches to teaching grammar. Put trainees in three 
groups. Give each group a copy of the cards for one 
approach from the appendix, p.112 and ask them to 
order the stages. As each group finishes give them 
another approach to order, until each group has ordered 
all three approaches. Ask the groups if they know the 
names of the three approaches. Give trainees copies 
of worksheet 1, so that they can check their answers. 
Conduct feedback, pointing out that all approaches need 
a context for the grammar and that checking meaning 
should come before checking form. 


1b Ask trainees to complete the task alone, and then check 
their answers in pairs. Conduct feedback. 


I listening Zexamples 3 practice 4 questions 
5 story/context 6 questions 


2 @&C Put trainees in small groups to discuss the statements 
in 2a and decide which approach is being talked about. 
Trainees then choose a suitable approach for the 
situations in 2b, Next, ask them to answer question 2c. 
Conduct feedback. 


D za 


l text-based 2 test-teach-test 3 context build 
4 test-teach-test) 5 context-build 6 text-based 
2b 
1 Context-build: its easy to build a context about 
someone's future intentions and this will be clear for 
low-level learners. 
2 Test-teach-test: learners might well have met these 
structures before, but are still likely to be unclear 
about how to use them. 


28 Teaching grammar 


3 Text-based: the passive occurs frequently in written 
language, so it makes sense to use a reading text to 
clarify it. 

2c Suggestions: 

1 Someone talking about the weekend activities they 
plan to do, e.g. go to the movies, meet friends, etc. 

2 Ask learners to talk about mistakes from their past 
they would do differently. 

3 A reading about a simple process, e.g. a manufacturing 
process such as the making of chocolate bars. 


3 aand bD Give each trainee a copy of worksheet 2. Ask 
trainees to do these tasks alone, and then check their 
answers in pairs. Conduct feedback. 


Ja 2c 4a 6d 8b Oe 

3b Drilling can help learners with the pronunciation of 
language: it can help them get used to the natural 
rhythm of the language. 


4a Explain to the trainees that they are going to have a 
discussion about a lesson they are planning. Before they 
have the discussion, they are going to brainstorm ideas 
in groups. Give half the trainees role card A, and half the 
trainees role card B from the appendix, p.113. Put them 
in groups with trainees who have the same role card to 
prepare what they will say in the role play. 


4b Put trainees in A and B pairs to do the role play and get 
them to discuss their ideas for the grammar clarification 
lesson. Conduct feedback. 


4C Ask trainees to discuss these questions in groups of three. 


(D 1 freer oral practice of language 
2 Neither person knows what the other is going to 
suggest nor do they know each other's attitude in 
terms of approach to clarifving grammar. 


‘tion task 
* Arc all grammar practice tasks effective at practising the 
language they aim to practise? Why / why not? 


7 Teaching grammar 


1 Different approaches — different stages 


1a Answers: 
Approach 1: Text-based approach 


3 
2 
6 


1 
5 
4 


Learners read (or listen to) a text. 

Learners answer comprehension questions about information in the text. 

The teacher sets a task that allows learners to discover one or two examples of the target language in the text, without necessarily 
saying what the grammar point is. The teacher writes an example on the board. 

The teacher checks the meaning by asking concept checking questions. 

The teacher highlights the form of the target language. 

The learners do a controlled practice task to check their understanding of the form and meaning. 


Approach 2: lest-teach-test^ 


UJ -à da 


Learners do a free oral practice task that encourages the use of the target language the teacher wants to focus on in the lesson 
The teacher listens to learners and notes down any errors they make in using the target language. 

The teacher writes up errors associated with the target language on the board and elicits corrections. 

The teacher uses oral concept checking questions to check the meaning of the correct language on the board (or a pre- 
prepared learner-centred task could be used). 

The teacher checks the form of the language at the board 

The teacher asks learners to redo the original task or another similar task that also encourages the use of the target language 


Approach 3 — Context-build** 


3 


: 
2 
5 


The teacher uses visuals and word prompts to build up a context that will generate examples of the target language. 

The teacher elicits (or gives) an example sentence of the target language, perhaps writing it on the board 

The teacher uses oral concept checking questions to check the meaning of the target language. 

Having checked understanding of the new language, the teacher highlights the form and then rubs the example sentence off 
the board 

The teacher writes up key words (prompts) on the board that are clearly connected to the context. These are used to model 

and drill examples of the target language. 

The teacher elicits an example of the target language on to the board for a second time and highlights aspects of pronunciation 
that have just Deen practised 


1b Complete the following grid by placing one word in each space: 


Test-teach-test 


Context-build 


| Ways of providing a | | of highlighting the | \ 'ays of checking meaning and 


contexs | target language | form 
Text-based A reading or... Underlining A learner-centred task 


(1) text of the target language 


Oral concept checking 
(4) and board analysis 


A freer oral 0 Correcting learners' errors on 
task the board 


of form 


(5) 


Eliciting an example Oral concept checking 
(6) and board analysis 


Visuals ora 
created from visuals 
of form 


— 


+ Test-teach-test is also known as task-teach-task 
** Context build is also known as situational presentation 
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3a 
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4a 
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30 


^ 7 Teaching grammar 


Evaluating approaches 


Discuss the six statements and decide which of the three 

approaches they are talking about. 

1 This approach is likely to be compatible with a lot of 
coursebooks because grammar is often contextualised in 
reading and listening material. 

2 This approach will be useful at intermediate level and 
higher because it will let learners know that they still 
need to work on using the grammar correctly when 
speaking freely. 

3 It can take a lot of time to prepare a lesson using this 
approach because you need to find pictures and think of 
a story that matches the grammar. 


5 This approach is particularly effective for lower-level 
learners and those who have a visual learning style. 

6 This approach can be more time-consuming because 
learners have to do a receptive skills lesson before they 
actually get to the main grammar part of the lesson. 


2b Choose the most suitable approach for the situations 
below and say why you think it is suitable. 
1 Teaching 'going to' for future intentions to elementary- 
level learners 


4 This approach means that teachers need to have good 2 Teaching regret structures (/ wish Id... | should have ...) 
language awareness and they need to be able to think to advanced-level learners 


quickly on their feet 3 Teaching the simple present passive to a group of pre- 
intermediate learners 


2c What context would you use for each lesson? 


Drilling issues 


Here are ten steps in the drilling proci 


1 The teacher asks learners to close their books so they 6 
can't read the target language example aloud and wipes 
any examples of the target language off the board. 
KM 7 The teacher asks learners to repeat the example two or 
three times. 
8 
3 The teacher re-elicits an example of the target language. 


9 The teacher nominates individual learners to repeat 
the example aloud in front of the group and corrects if 
& The teacher demonstrates (but doesnt explain) any key Necessary. 
phonological features such as linking or elision by saying 10 


these words slowly. 


a The teacher provides a model of the target language at a natural speed and beats the main stresses at the same time. 

b The teacher lets learners say the example quietly to themselves (known as a mumble drill) so they will feel more confident saying 
an example aloud in front of others. 

c The teacher puts up pictures or word prompts on the board that help learners remember the utterance to be drilled. 

d The teacher repeats the example again at a natural speed. 

e Learners practise saying the example to each other in pairs and the teacher quickly monitors and checks for accurate use. 


Why is drilling useful? 


Role play 


Work in a group with others who have the same role card as you. You are both teachers who are planning a lesson on how to 
clarify the present perfect progressive (used to talk about actions that begin in the past and continue until the present). You 
are going to have a discussion with someone from the other group. Read your role card and decide together what you are 
going to say to someone from the other group. 


Work with one person from the other group and share your ideas on how to clarify the grammar point. 


Discuss these questions: 

1 The role play you just did can also be a way for learners to practise grammar points. Do you think it is a way of providing 
controlled or freer oral practice? 

2 When creating oral practice tasks it is usually important to have some kind of information gap. What is the information gap in 
the role play above" 


4 — 
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8 Lesson planning 


Summary 
Focus Classroom methodology 
Aims 


Contexts Pre-service or new in-service teachers 
Duration 60-75 minutes 
Preparation 


Lead in 


Write the following question on the board: 


* What kinds of things do we write a plan for in our daily 
lives? 


Conduct feedback. 


1a 


1b 


2b 


D 


£c 


Give each trainee a copy of worksheet 1. Put trainees 
in pairs to order the jobs. Conduct feedback accepting 
differences in opinion. Establish that some jobs require à 


lot of planning while other jobs require a larger degree of 


on-the-spot responsiveness. 


Jobs requiring a lot of planning: company manager, 
English-language teacher. 

Jobs not requiring a lot of planning: doctor, car 
mechanic, psychologist. 


Ask trainees to work alone, and then share ideas in 
groups of three. Conduct feedback. Highlight that 


planning is a key part of a teacher's job, though it lessens 


with experience and familiarity with subject matter. 


Put trainees in pairs to correct Ben's notes. Conduct 
feedback. 


All the notes are correct except 4 and 8. Possible 

corrections are: 

4 Be prepared for anything that might go wrong in the 
lesson and be ready with possible solutions. 

8 Consider what materials and resources you can use Lo 
improve the learning experience. 


Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. At this stage, you 
could hand out a blank example of a lesson plan and 
show how these headings are laid out. 


a3 b5 c4 d8 e7 f9 gó hl 12 


Put trainees in groups of three to discuss these questions. 
Conduct feedback. 


1 Ir means that trainee teachers have a framework with 
which they can think through the lesson carefully. In 
many training contexts, lesson plans form part of the 
assessmer. 

2 For lesson observations as part of professional 
development; when doing a demonstration lesson as 
part of a job application process. 


ja 


(D 


3b 


4a 


Trainer's Notes | 


To outline the contents of a formal lesson plan and raise awareness about appropriate lesson aims 


Photocopy both worksheets for all trainees. Cut up the lesson stages for Task 4 from the appendix, p.113. 
For Task 2 it would be useful to provide trainees with an example of a blank lesson plan. 


——— 


Ask trainees to do this task alone, and then check 
answers in pairs. Conduct feedback. 


Ic 21 3d 4a Sh óg Te 8b 

Put trainees in groups of four to discuss their reactions to 
the different opinions and their own ideas. Indicate that 
they are all valid opinions about planning, but they don't 


relate to contexts where a formal lesson plan is required. 


Put trainees in pairs and give each pair the set of lesson 
stages [from the appendix, p.113 to order. Tell trainees 
the lesson is for intermediate learners and that it is 
based around a semi-authentic text on someone's first 
parachute jump. Conduct feedback by giving each 
trainee a copy of worksheet 2 containing the answers, 


b and ¢ Ask the pairs to do these tasks. Conduct 
feedback after each task. 


db 4 
ác a3 bl 


c5 d2 

Put trainees in groups of three to discuss the aims. Refer 
them to the typical problems in Task 4c to help them 
decide which aims are well phrased. Conduct feedback. 


ic 2b 3a 4c 5a 


Pul trainees in pairs to discuss these questions. Conduct 
feedback, highlighting that all three ways are acceptable, 


Three ways that are used to word aims: 
By the end of the lesson ...; For learners to ...: To 
[verb] ... 


After teaching a lesson, review how it went. Use these 
questions: 
* Were my aims clear? Did I anticipate all problems? Was 


the lesson learner-centred enough? Did tasks link in a 
logical way for learners? 
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Lesson planning 


Different jobs — different plans 


Order the following jobs according to the proportion of the job which is given over to planning 
(1 most planning - 5 least planning). 
doctor 

car mechanic 

psychologist 

company manager 

English language teacher 


Spend a minute thinking about how the planning load might change for English 
language teachers over time. Share your ideas with others. 


Some pointers about planning 


Ben has just begun a teacher training course. Look at his notes below from his 
training session on planning. Has he noted everything down correctly? Make any 
necessary changes. 


Shaadi A A a A A AA AAAA 


" i E. iF "n a = a F "12 FL. "1. "1. a " FX "FL "T ai à "T 


"m v pe og qm om^ &5 ^» w* P» PM ER Fh F^ E» S^ P» 4^ A [| 2b Each of Ben's notes relates to a component 


in a formal lesson plan. Match the notes 
from 2a with the components below. 
a Main and subsidiary lesson aims 
b Timetable fit 
c Anticipated problems and solutions 
ah ai attit i i d E E d Materials and resources 
can do 2048 things wrong in the lesson. | e Language analysis 
R 
h 
i 


Class profile 
Procedure 
Interaction 
Timing 


. 2€ Discuss these questions: 
1 Why is it useful to write formal lesson 
plans when you are learning to be a 


teacher? 
2 In what other contexts can they be 
useful? 
Some teachers' views 
Match the opinions about planning 1-8 with the rationales a-h. 
1 ldont always do a detailed plan, but | always like to write a | find it difficult to think of those things on my feet. 
down my aims and objectives ... b They usually find it reassuring to know where the lesson is 
2 My lesson plans are like rough sketches of the lesson ... heading. 
3 lonly ever plan half my lesson ... c llike to have a clear idea of where I'm heading in the 
4 | just write down key things that | know will be difficult, for lesson. 
example, vocabulary concept checking questions ... d | never know what's going to happen with the learners 
5 | just follow what's in the coursebook ... and | like to be able to respond to them. 
6 | try to make sure | have the right amount of material for e | like to be flexible about the order of tasks in a lesson. 
the lesson ... f its not realistic to plan in a lot of detail when teaching 
7 | write down the lesson stages on sticky notes and full-time. 
sometimes move them around during the lesson ... g | hate the feeling that | might run out of things to do. 
8 | write up the steps of the lesson on the board for learners ... h | don't see the need to reinvent the wheel. 


Which ideas are closest to your own opinions about lesson planning on a daily basis? 
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Lesson planning 

4 Getting it in the right order 

4a Answers: 
In small groups, learners discuss extreme sports they would like to try. Open-class feedback. | 
G Teacher explains that learners are going to read a text about an extreme sport. 
B Teacher shows a picture to elicit, check and drill harness and rip cord. 


4b For the lesson plan above, choose the best wording for the 


4c 
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E Teacher sets comprehension task on writer's overall feeling about his extreme sport experience. | 
Learners read and check answers in pairs. Teacher conducts feedback. | 


C Teacher hands out ten TRUE/FALSE questions. Learners read, answer questions and then check in 


pairs. Teacher conducts feedback. 


A Teacher asks learners to take turns imagining they are the writer and explaining the jump to their 


friend. Teacher monitors and notes down key errors. 


F Teacher writes up errors on the board and corrects examples of learner language from the role play. 


—9 = =e J 


aim of the lesson from the choices below. 


1 


To provide gist and close reading practice; to provide 
spoken fluency practice 

By the end of the lesson learners will have had a look at a 
text on parachuting. They will have also done a role play 
using information from the article 

Learners will read a text about a parachute jump which 
will then be followed by a role play and a little bit of 
correction to finish. 

To provide gist and close reading practice of a narrative 
text; to provide spoken fluency practice in the context of 
discussion and a role play 

By the end of the lesson learners will have done some 
reading and a bit of speaking. 


What is the problem with the wording of the other aims 
in 4b? The list below shows typical problems with the 
wording of aims. Match them to the incorrect aims above. 


à 
b 


C 


d 


The aim describes the task but doesn't state the aim. 
There is not enough information about the context of the 


language. 
The aim is vaguely worded and doesnt contain enough 
detail. 


The aim doesn't include enough linguistic information. 


Some more aims 


Decide which is the best aim of the three options in 1-5. 


4 


b 


To provide learners with the opportunity of talking about 
their childhoods and their past habits. 

To focus learners on the structure used to and to give 
them controlled practice of this target language for the 
past. 

To clarify and provide controlled practice of used to to 
talk about past childhood habits. 


5b 


a By the end of the lesson learners will read a newspaper 
article and they will guess the meaning of new words in 
context. 

b Bythe end of the lesson learners will have practised and 
developed awareness of reading to infer the meaning of 
unfamiliar vocabulary in newspaper articles. 

c Bythe end of the lesson learners will have understood 
a newspaper article and all the words in it and become 
aware of how to do it. 


a For learners to understand the meaning and 
pronunciation of lexis associated with kitchen utensils 
and to practise the target vocabulary in a cooking role 
play. 

b For learners to do a cooking role play and use words to 
do with kitchen utensils. 

c For learners to use a picture chart to focus on lexis used 
to talk about kitchen utensils and practise it. 


AT 


To carry out some turn-taking skills in spoken language in 
the context of a business meeting. 

b Jo clarify turn-taking and speaking in a meeting. 

c Tohighlight turn-taking skills used in the context of the 
spoken interaction of a business meeting. 


un 


a Bythe end of the lesson learners will have developed 
awareness of and practised intonation used to indicate 
surprise when responding to unexpected news. 

b Bythe end of the lesson learners will have learnt surprise 
intonation. 

c Bythe end of the lesson learners will listen to intonation 
to show surprise and they will have responded to some 
surprising news themselves. 


What three different ways are used to word aims? What 
way do you prefer? Why? 
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9 Planning a sequence of lessons 


| | 
| Focus Classroom methodology 


| 
Aims To explore the process of planning a sequence of lessons 
Contexts New or experienced in-service teachers 
Duration 60-75 minutes 


Preparation Photocopy both worksheets for all trainees. Cut up the question cards for Task 1 from the appendix, p.114. You 
will also need a set of coursebooks that trainees are likely to be familiar with and can create a work plan from. 


Lead in 3 aand b Ask trainees to do these tasks alone, and then 
check/discuss their answers in pairs. Conduct feedback. 
Write the following question on the board: 
* How has your planning load changed since you began ib ! 
teaching? Why do you think this is the case? Topics 
Aims of individual lessons 
Kinds of language / skills 


| | Kinds of tasks 
1 Give each trainee a copy of worksheet 1. Give half the Dod 


trainees question card A, and half the trainees question Paine herween eani bsek 

card B from the appendix, p.114. Put them in groups with and/or supplementary materials 9, 10 

trainees who have the same question card. Once trainees 

have discussed the questions in their groups, put them in 3C Put trainees in small groups to do this task. Conduct 
pairs (one from each group) and ask them to interview feedback by asking each group for one suggestion. 
each other. Conduct feedback, 


Trainees discuss in pairs. Conduct feedback. 


“Rf Gece 


4a Give each trainee a copy of worksheet 2. Ask trainees to 
è aand b Ask trainees to do these tasks in pairs. Conduct do this task alone, and then check their answers in pairs. 


feedback, Conduct feedback, 


2a (D 1b 2b 3a 4a 5b 6a 7b 8b 

L Pro It gives learners a sense of direction and reassures 
them. Con It could make lessons predictable. 

2 Pro lt allows teachers to make sure different need: 
catered for and they can factor in time for revision. 
Con Teachers are so focused on short-and mid-term 
needs that they do not respond to needs as they arise 
during a lesson. 

3 Pro It allows teachers to consider issues such as 5 Put trainees in groups of four to do this task. Conduct 
the balance of language input to skills practice and feedback. 
development. Con Teachers become too focused on 
variety and forget language items (or skills) that meet L4 — Problems with 1: lack of skills balance, with too much 
learners’ needs. listening: no freer oral practice on Wednesday. Strengths 

4 Pro lt gives an opportunity for teachers to consider of 2: coursebook supplemented: Monday more logically 
alternative materials, especially authentic materials. sequenced: practice opportunities in Wednesday; topic 
Con Teachers may use too much supplementary unity on Friday. 
material and learners may feel that bringing the 
coursebook to class is a waste of time. 

5 Pro lt makes day-to-day planning more efficient 
and less time-consuming. Con Teachers will need to | 
take time once a week or once a month to plan the class in Task 3. When the groups finish, ask them to 
sequence of lessons, compare their ideas with another group. Conduct 

feedback. 


4b Put trainees in pairs to do this task. 


arc 


lI varied 2 balanced 3 varied 4logical 5 achievable 
6 achievable 


6 Put trainees in small groups to do this task. Groups can 
agree on a class profile, or use the description of Penny's 


2b On balance, the pros outweigh the cons. 


* Many language schools provide learners and teachers 
with a coursebook to follow, What are the advantages and 
disadvantages of basing a course around a coursebook? 


34 Planning a sequence of lessons 
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2b 


3a 


3b 


3c 
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Planning a sequence of lessons 


An interview 

In groups, look at the question card you have been given and discuss the questions. Next, in pairs, (with someone from the 
other group) conduct your interviews. 

What are the pros and cons? 


What are the pros and cons of planning a sequence of lessons over a week or a month? Complete the grid below. 


1 Learner motivation 
2 learners needs 


| 3 Variety 


On balance, do the pros outweigh the cons? 


What do | need to think about? 
Penny works in a private English-language school in Rome. Read the description of her learner group. Can you identify any 
similarities with groups that you teach? 


One of the groups | teach is intermediate level. These learners 
are doing a FENFU time SEmi- — course, which means they 


university, 50 they fae gen already had à full day Ww ses the 
come to class (2). All learners in the poupa are voun 16. anc no 


lot of their knowledge E passive and they have [ 5 actus 
using grammar correctly in communicative contexts (7). Two 
poticeable weaknesses are their vocabulary knowledge and their 

ability (B). As part of their course fees, they've been 
ven a coursebook (9). Because they have, in effect. paio tor this, 
they expect t to use it and can get f iti foo Me 
nhotocopies of supplemen! tary mai sterial (40 ) 


Planning involves making decisions. Which of the underlined pieces of information above would affect your decision about 
each of the following’? Note, the underlined pieces of information can go in more than one category. 

Topics 

Aims of individual lessons 

Kinds of language / skills 

Kinds of tasks 

Pace 

Choice between coursebook and/or supplementary materials 


~o anc» 


For each of the above, make a specific list of suggestions of what to take into consideration when planning for this particular 


learner group. 
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4 The methodology of planning 


4a Steps 1-8 below outline a procedure for planning a week 
| of lessons. For each step, there are two choices. Decide 
which i5 the best. 


F 
F 


Review material not covered in the previous week 

so that you make sure it is not included in the 
forthcoming week. 

Review material covered in the previous week to see if 
it needs to be incorporated in the forthcoming week. 
Decide where you want to get to in the coursebook by 
the end of the next week. 

Estimate the amount of material from the coursebook 
you think can be covered next week. 

List the topics, language input and skills tasks in the 
coursebook material, 

List only the language input material in the 
coursebook material. 

Work out the balance of language input relative to 
skills development in the material. 

Work out the balance of speaking practice relative to 
grammar input in the material. 

Begin thinking about the staging of your lessons on 
day-by-day basis. 

Identify approximate blocks of learning that are likely 
to be achievable in a day. 

Identify any potential gaps in the coursebook material 
in terms of achieving aims of learning blocks. 


b Identify any potential logic gaps in your lesson staging. 


b 


4b 


Find any filler tasks that will help patch up staging 
ISSUES. 

Find supplementary materials for any gaps in the 
coursebook material. 

Create your work plan for the week and type up for 
learners. 

Do a first draft of your work plan for the week, 


Questions 1-6 form a review checklist for the first draft of 


your workplan. 


Use the follo 


ving four adjectives to complete the 


questions in the checklist: 


achievable 


36 


varied balanced logical 
[ | Are the topics 


Is the relationship between language and 
skills 


Are the task types 


Is the sequencing of tasks 


Are the daily learning aims. 


Is the timing 
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. 9 Planning a sequence of lessons 


5 Evaluating work plans 


The two work plans below are for a group of pre-intermediate 
learners studying for six hours every week. Decide which of the 
two work plans is more effective by applying the questions from 


4b above. 
Work plan 7 


Work plan 2 


10.50 - 
11.30 


crime stories 


Speaking 


Grammar 
Role play: bank clarification 
robber and & controlled 
policeman practice 


| Narrative verb 
| forms (past 
simple, past 

| progressive) 


| p.62 until ex 3 


p.61 


Radio new Teacher's scary 


stories (from 


Words for 

Narratiwe verb 
Mini crime forms (past 
stories (semi- Simple, past 
authentic) progressive) 

p.eZ until 

ex 5 


and. policeman Set up writing 
p.61 homework 


(scary stories) 


6 Create a work plan 


Use a coursebook that you are familiar with to create a work 
plan of between six and ten hours of study for a specific group 


of learners. 


| Friday 


| Semi-authentic 
material 
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Listening 
Asking for 
directions 


Listening 
At the railway 
station (skulls 


Functional 


Requests, e.g. 
tell me when/ | 
where/how ... 


p.63 
Role play 


Tourist - 
requests & 
directions 


Summary 


10 Teaching exam classes 


E E 


Focus Classroom methodology 


Aims 


Contexts — Pre-service or new in-service teachers 
Duration 60—75 minutes 


E 


Preparation Photocopy both worksheets for all trainees. 


Lead in 


Get trainees to tell each other about the last exam they took. 
Put the following questions on the board: 


* How motivated were vou to study for this exam? 


* What kind of exam strategies did vou learn about before 
the exam? 


4 


$43 


Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 


aboth bexam only. cexam only d both e both 
fexam only g GE only h both 


Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. Point out that 

most of the incorrect options involved either specialist 
English or a very narrow choice of register. FCE focuses 
on general English and aims to be reasonably broad in its 
range. 


al b2 c2 d] el 


Ask trainees to do this task alone. If they are unsure ol 
the terminology in i-iv, suggest they guess. Put trainees 
in groups of four to check answers. Conduct feedback. 


a-2-ii b-4-i c-1-iv d-3-ii 

Open Cloze: this is a text where words have been 
omitted and learners have to guess the missing word, 
Transformation: an original sentence is given and 
learners are asked to rewrite (or transform’) this 
sentence using the language provided, but ensuring the 
transformation is grammatically correct. 

Multi-choice cloze: in this version of a cloze test, 
learners are given three or four different alternatives to 
choose from in order to fill the gap. 

Word formation gap fill: learners are given a sentence 
with one or two gaps, and these need to be completed 
using the correct form of the base word provided. 
Learners need to add a prefix and/or a suffix to the base 
word to create the correct form of the word for the gap. 


Elicit / go through the five areas of assessment, a-e. Put 
trainees in pairs to do this task, and then check answers 
with another pair. Conduct feedback. 


a2,5,6,1] b37 cB8,12 dl, 9 e4 10 


5 


ba 
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To outline a preparation strategy for teaching exam classes 


Trainer's Notes 


Put trainees in groups to do this task. Encourage rhem to 


give reasons for their answers. Conduct feedback. 


X Learners will have differing individual needs. 

& Setting specific goals should help their motivation, 
X Coursebooks are a reassuring base lor learners and 
contain useful exam practice. 

“ A good place to start is the website of the validating 
body that offers the exam. 

4 Overall language development and progress will 
also help learners pass the exam. 

X Learners do need to take responsibility for their 
learning. 

X Learners will need to study outside the classroom if 
they hope to pass rhe exam. 

“ Learners need training in how to approach different 
exam task types. 


Ask trainees to do this task alone. and then check their 
answers in pairs. Conduct feedback. 


I Task 2 2Task4 3Task5 4 Task 3 


Put trainees in small groups to do this task. Conduct 
feedback. 


LEN 


The same order as the tasks in the worksheet. 

Yes, because teachers need a broader understanding 
of any exam they teach and an overview of what's 
involved. 

The best place to start is by going to the website of the 
examining body. Many of these organisations (e.g. 
Cambridge ESOL) provide exam handbooks which 
include useful information on the structure of exams 
and suggestions on how to prepare learners for these 
exams. 

Task 2. 

Task 3 is relevant: learners can become familiar with 
task types by doing practice papers and practice 
questions. 

Task 4 is relevant: learners should be made aware af the 
areas of assessment. Point out to learners what area of 
assessment particular classroom tasks are aimed at. 
Task 5 is not relevant: it relates to course planning. 


Think of a learner you are currently teaching in a general 
English class who you think would benefit from an exam 
class. 


* What kind of exam would you sugg 
does? Think of what the exam should include — do not 
try and think af a specific exam. 


pest this learner 


Teaching exam classes 37 


= = 
E 


"1 a 


S -— — — — 


1 What's the difference? 


Read the following statements. Decide if they are relevant for general English (GE) classes, exam classes or both. 
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Learners expectations are high. 


All learners have the same specific goal. 


Learners are more likely to be susceptible to stress. 


d Learners need a varied course programme. 


Learners dont always do homework. 


Teachers usually have a higher administrative load. 


Teachers have complete flexibility over the course content. 


Regular revision is important. 


2 Aspecific exam 


Imagine you are told that you are going to prepare a class of learners for the Cambridge First Certificate of English (FCE) exam. For 
each FCE paper there are two descriptions below of the content. Decide which one you think comes from the Cambridge ESOL 
website and which one is incorrect. 


Reading: 1 hour 

You will need to be able to understand information in fiction and non-fiction books, 
journals, newspapers and magazines. 

You will need to be able to understand information in newspapers and simple academic texts. 


a UNIVERSITY of CAMBRIDGE 
1 

2 

b Writing: 1 hour 20 minutes 

1 

2 


You will have to show you can produce two different pieces of writing such as a business letter and a piece of creative 
writing. 

You will have to show you can produce two different pieces of writing such as a short story, a letter, an article, a 
report, a review or an essay. 

Use of English: 45 minutes 

Your use of English will be tested by tasks which show how well you use functional language. 

Your use of English will be tested by tasks which show how well you control your grammar and vocabulary. 


c 

1 

2 

d Listening: 40 minutes 

1 You need to show you can understand the meaning of a range of spoken material, including news programmes, 
speeches, stories and anecdotes and public announcements. 

2 You need to show you can understand the meaning of a range of spoken material, including academic lectures, jokes, 
songs and excerpts from movies. 

e Speaking: 14 minutes 

1 You will take the Speaking test with another candidate or in a group of three, and you will be tested on your ability to 
take part in different types of interaction: with the examiner, with the other candidates and by yourself. 

2 You will take the Speaking test with another candidate or in a group of three, and you will be tested on your ability to 
speak accurately with good pronunciation: with the examiner, with the other candidates and by yourself. 


3 Understanding some task types 


Examples a-d are task types for Paper 3, Use of English, from the FCE exam. Match them to the descriptions 1-4 and the task 
names Hiv. 


a In common with many other British teenagers, he chose to take a year out before to study his degree. 
A settling down B gettingup C taking over D holding back 
b The lives of the people tools and pottery have found on its shores have long remained a mystery. 
c There is something for everyone to enjoy on these holidays, (REGARD) of age or level of . CFIT) 
d The two boys were sitting by themselves in the classroom. (OWN) 
The boys were sitting in the classroom. 
1 Use the word in capital letters to create a new word that will fit the gap | open cloze 
in the sentence, ii transformation 
2 Choose the best word or phrase to fill the gap. ili multi-choice cloze 
3 Use the key word to rewrite the first sentence so the meaning is the same. iv word formation gap fill 


4 Think of a single word to fill each gap correctly. 
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10 Teaching exam classes 
4 Preparing for the speaking test 


Letters a—e show the five areas in which candidates’ speaking abilities are assessed. Numbers 1-12 are suggestions for how to help 
learners perform well in each area. Match the tasks 1-12 to the assessment focus a-e. 


a Grammar and Vocabulary. This refers 1 Highlight speaking strategies for learners such as turn-taking and giving feedback (or 
to the accurate and appropriate use back-channelling). 
of a range of grammatical forms and 2 Give feedback on key grammar errors after learners complete a speaking task. 
vocabulary. 3 Getlearners to do mini presentations of two minutes on a topic they are interested 
b Discourse Management. This refers to in so that they get used to speaking fluently at length. 
the candidate's ability to link utterances 4 Provide learners with an overview of the speaking test outlining the different tasks 
together to form coherent speech, they will need to perform. 
without undue hesitation. 5 Focus on tenses commonly used in spoken language, e.g. simple past, present 


c Pronunciation. This refers to the perfect, future forms, etc 
candidate's ability to produce 
intelligible utterances to fulfil the task 
requirements. 

d Interactive Communication. This refers 
to the candidate's ability to take an 
active part in the development of 
discourse. 

& Global Achievement. This refers to 
the candidate's overall effectiveness 


6 Place a specihc focus on phrasal verbs commonly used in spoken language. 

7 Highlight signposting discourse markers that are used to guide listeners. 

8 Do minimal pair tasks for problem sounds with specific nationality groups, e.g. /v/ 
vs. /w/ for learners whose first language is German. 

9 Provide plenty of role play and group simulation tasks that encourage learners to 
work together. 

10 Get learners to take turns taking the examiner's role during practice speaking tests 

so they evaluate each other s overall performance. 


in dealing with the tasks in the four 11 Focus on learners dictionary skills so they note whether a ward is more commonly 
separate parts of the FCE speaking test. used in spoken or written language. 


12 Record learners doing a speaking task and then play back the recording so you can 
point out where it is difficult to work out what some of the individual words are 


5 Planning a course 6 Reflection 

Read the advice below about planning an exam course. If you 6a In Tasks 2-5 above, you have worked through a series of 
think the advice is good, mark it with a '. If you think the steps related to preparing to teach an FCE exam class. In 
advice is bad, mark it with a X. which task did you ... 

fT ae Foret —": 1 ...lookat the exam structure? 

ees Cut pe 2 ... think about classroom tasks in relation to your 


learners assessment? 
3 ...consider the broader plan for the course you will 


Planning an exam course 


| teach? 
| * itis not necessary 10:00 needs analysis with the group 4 ... analyse the kinds of tasks that learners will do in the 
| because their needs are obvious: pass the exam. oe 


6b Discuss these questions: 


b Early in the course, talk to your learners individually 
1 What is the best order to go through these steps when 


and set some specific goals in relation to their 
particular strengths and weaknesses. 


= z = 
_ -— ——-— — --—— E -— c-—g  -— ee SSE LE E EE SS SES CHEER - f 
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| c Avoid using a coursebook because that will trap you preparing to start teaching an exam class: the same order 
into a specific way of teaching. as the tasks in the worksheet or the same order as 
d Look online for supplementary resources because Task 6a? 
there are a lot of useful tasks and teaching ideas that | 2 Is it useful to go through these steps when teaching any 
will create variety in your programme, | kind of exam class? Why / why not? 
e You need to balance general language development in | 3 Where can you find most of this information? 
relation to practising exams because learners need to | 4 Much of the information in Tasks 2—5 is also useful for 
keep learning. II learners. Which of the tasks on these worksheets would 
f itis a waste of time focusing on learner autonomy | I you use as they currently stand, with learners? 
because learning how to learn is not going to get 5 Is the information in the other tasks relevant for learners’ 
learners through the exam. ; If so, how would you convey the relevant information to 
g Do not set homework as learners will be doing their | learners? 
own study anyway and you re likely to overload them 
and make them feel stressed. | 
h Be sure to timetable lessons where you focus on exam 
strategies and tips because learners will not always | 
know how to deal with some task types. " 
. 
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11 Exploiting authentic material 


| Summary 


Focus Classroom methodology 


| Aims To explore the process of using authentic materials in the classroom 
| Contexts 
Duration 


Preparation Photocopy both worksheets for all trainees. 


New or experienced in-service teachers 


60-75 minutes 


Lead in 


Write the following question on the board: 

* Tell your partner about a lesson based on authentic 
material that vou taught and you feel worked well. If you 
can't think of an example. are there any specific benefits 3 
with using authentic materials that you can think of? 


5 a. Aim b is nor appropriate because it is not very 
generative and is not a very challenging aim for upper 
intermediate learners. 


a and b Give each trainee a copy of worksheet 2. Put 


ai trainees in pairs to do these tasks. Conduct feedback. 
Trainees discuss in pairs. Conduct feedback. 


3a Questions | and 2 both focus on small details in the 
text and do not provide practice in gist reading as would 
be appropriate for a text of this nature, 
three to share their ideas. Conduct feedback. 3b None of the tasks is effective. 
" 1 This question is "liftable'. Learners can extract the 

QD Text 1 Text 2 answer from tlie text without necessarily having 

1 Stories of heroism usually Perhaps limited to people understood it. The grammar of the question and the 

have wide appeal. who like gardens. grammar of the answer are identical. 
2 Narrative tenses; passive Range of modals = should, 2 This information is not given in the text. 


1a Give each trainee a copy of worksheet 1. Ask trainees 
to work alone to do this task. Put trainees in groups ol 
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forms; lexical set of 
words associated with 
the sea. 

Gist and detailed 
reading tasks focusing 
on narrative events. 


Learners role play the 
story from the 
perspective of one of the 
protagonists to a friend/ 
journalist. Or learners 


can, could, need: 
imperatives; lexis of 
gardening and planting. 
Gist reading tasks focusing 


on function of text (advice) 


and detailed reading 
focusing on specific 
examples of advice. 

Role play between 
garden expert and novice 


gardener. Or learners can 


write an advice sheet on 
growing your own food. 


3 There is no information in the text that allows 
learners to infer this idea. 

4 This question requires comprehension on a linguistic 
level rather than merely understanding information. 
Further, the text does not provide a lot of context that 
allows learners to understand huddled. 

5 This question is also "liftable" (see 1). 


3  candd Put trainees in groups of four to discuss these 
tasks. After five minutes, re-group the trainees and ask 
them to share their ideas. Conduct feedback. 


write the story from the 
perspective of one of the 
protagonists, 


consisting of two possible summaries of the article. 
Leamers would choose the best one. A possible detailed 
reading task could be to put the day's events in order. 


3c More appropriate tasks could be a gist reading task 


3d The following words are critical for understanding the 


1b Ask the groups to discuss the question. Conduct feedback. article: cave, surf, rip. 


Both texts are potentially exploitable, but Text 2 is likely 
to be restricted to groups of learners who are interested in 
gardening. Text | is potentially of interest to a wider range 


of learners. (D le 21 3d 4a 5g Ge 7b 


4a Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 


2 Indicate the remaining tasks focus on Text 1. Ask trainees 4 


| ' 3 b and € Ask trainees to do these tasks in groups. 
to do this task alone, and then put them in pairs to check 


Conduct feedback by asking each group to give one of 


their ideas and discuss why some aims are inappropriate. fob E EE ABD CEPS v 7 
| | their drawbacks and its corresponding solution. 


| a. Aim b is not appropriate because it will not allow 5 Put trainees in groups of three and give them time to 
learners to focus on the key events in the text that 
will help them understand the narrative. 

2 b. Aim ais not appropriate because the text is 
reporting information. 

3 b. Aim ais not appropriate because there are not 
enough examples to make it of value to learners. 

4 a. Aim bis not appropriate because there is only one 
example of the past progressive in the text. 


work on the task. Conduct feedback. 


: ion task 

* Think of some authentic texts that you have exploited 
in the past year. How varied are the topics of these 
texts? Do you think you are choosing texts on the basis 
of your own interests or the interests of learners? 


= = = ——À » 5 - 
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11 Exploiting authentic material 


1 Choosing some material 


Text 1 Text 2 
Lifesaver worried ls ( Ae uu 


ee Cot 


STE vu] 
Sta — a 
vegetable garden 
What should you consider in 
choosing a site Tor a new garden? 
How can you create a yearly plan 
tor your garden that will increase 
your chances of success? 


friend would die 


A Mew Zealand lifesaver has 
told of the 1 1-hour fight for life 
he and à woman companion 
endured while trapped in a sea 
cave in Cornwall, England. 
Shane Davis and Renee Potgieter, | 
both from Christchurch, found | came into rhe cave we got 
themselves cut off in the cave | smashed up on to the rocks,” 
at Trenance Point at Mawgan | They took off their wetsuits 
Porth on Monday. to share their body heat. “We 
They were eventually rescued | found a spot and just huddled 
after Mr Davis, who had been a | in the corner, It was very, 


Il you're planning a garden your first 
question is probably: "Where is the 
best site for my garden? To pick a 
good location, consider 


a 


lifesaver at Christehurchs New very cold and | was worried * sun - Choose a site that gets at least six Nours of sunshine à day 
Brighton Beach, went for help she was not going to survive. Check now "PY rou proposed prol wii be at different times of 
and was spotted by rescuers. She was drifting in and out of | day. Remember thai Ihe angie Of the sun is lower in Ihe spning 

| consciousness, " | and autumn and may altect how the garden is shaded by nearby 


Mr Davis said he and Ms 


Potgieter, both 21, were | Mr Davis saw lights and swam -— ! | ' 
exploring the coastline in tor 4) minutes to get out into * Walet - Yoy garden will need al least 2.5 cm (1 inch) of water 
wetsuits when a rip swept her the open sea. Ms Potgieter Was per week Make sure your hoses will reach your intended site. Too 
out to sea. "I swam out after | flown to hospital suffering from much water isnt good, however: avoid a site with poor drainage. 
her, With the size of the surf | hypothermia, * Slope - A flat site is best. Soil erosion is a problem with sloping 
| was unable to get her out of | Coastguards said it was a | land. A Slope can be used to advantage, however, il it's kept 

| the rip, and got sucked around | miracle thev survived. | planted. On a south-facing slope, soil warms up faster in the 

| the point and smashed up on John Broad of the Lifeboat spring: a boon Tor early crops. Also, the site could be terraced 
the rocks a little bit. Renee | Institute said the way Mr Davis | * Convenience - Try to situate the garden close to the house. 
was freaking out,” he told the | looked after his friend was | Kitchen gardens - just outside the back door - are handy. When 
—— c t ~~ our | inspirational. | you need an ingredient for dinner, it’s just steps away, 
RE URBES ree see NOR NZ Herald 5 Julv 2007 | http://www.vegetableexpert.co.uk/PlanningYourVegetableGarden.htm {S 


1a You are looking for an authentic text for a group of upper intermediate learners. Analyse the two texts above, using the 
criteria in the table. 


1 General interest of topic 
2 Exploitable language 
3 Reading skills development 


4 Potential for speaking, writing extension 


1b Which text would you prefer to use with a group of learners that you know? 


2 What are the aims? 


Imagine you plan to use Text 1 with a group of upper intermediate learners. For each of the following pairs of aims choose one that 
is appropriate for this text. What is the problem with the other aim? 


1 a To practise gist-reading skills and have a general 4 a Jo encourage learners to notice verb phrases associated 
understanding of a narrative. with past narratives, 
b Jo practise scan reading for names and places. b lo contrast different uses of was going to. 
2 a To practise reading in detail to infer the writer's attitude. 5 a lo provide speaking fluency practice by means of a role 
b To practise reading in detail to understand the sequence of play (Shane/Renee & friend). 
events. b Jo provide controlled oral practice of simple past forms. 
3 a To practise vocabulary associated with emergency-rescue 
situations. 


b Ilo clarify vocabulary used to talk about the sea. 
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3 
3a 


3b 


4b 


4c 


5 


Imagine you want to use the following floor plan of a flat from 
www.taylorwimpey.co.uk with a group of pre-intermediate learners 
studying on an intensive summer course in the UK. Work in groups and 
brainstorm tasks for all four skills. You can create other materials to use 
in tandem with the floor plan. 


42 


—— 
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Good task, bad task 


The two questions below are suggested gist reading tasks for Text 1. How effective are they? 
1 Read the text quickly and find out about the cave. 

2 What did John Broad think? 

The questions below are suggested detailed reading tasks for Text 1. How effective are they? 
1 Who has told of the 11-hour fight for life? 

2 What is the weather like at Mawgan Porth? 

3 Is there a romantic relationship between Shane and Renee? 

4 What is the meaning of the word huddled’ 

5 Who was flown to hospital suffering from hypothermia? 


Can you think of more appropriate gist and detailed reading tasks for Text 1? 
What vocabulary would you pre-teach for Text 1? 


The pros and cons 


Points 1-7 below outline different features of authentic materials, while a-g describe an associated benefit. Match the 
features and the benefits. 


1 Authentic materials contain examples of real language a This means that learners can get good extensive listening 
used by native speakers. and reading practice. 
2 Authentic materials such as DVDs are perceived as b The variety they offer can increase motivation. 
entertainment. c This allows learners to see how grammar and vocabulary 
3 Authentic materials can contain a lot of cultural behave in natural discourse. 
information. d This can help bring knowledge and information from the 
4 Authentic materials can often be quite long. outside world into the classroom. 
5 Authentic materials such as maps have real-world e This means that teachers have the possibility of making 
transfer their teaching programme as relevant and immediate as 
6 Authentic materials can be quite topical in terms of their possible. 
content. f This means that learners forget that they are doing some 
7T Authentic materials are often used to supplement kind of learning task and enjoy themselves. 
coursebook materials. & This means that the learners will begin to see materials 


as something practical they can use. 
For each of the benefits listed above, can you think of a corresponding drawback? 


Now think of possible solutions that will help overcome these drawbacks. 


Creating some tasks 


en site E 


dining/kitchen 


bedroom 1 bedroam 2 


Euge 51:183 (C Cambridge University Press 2010 


Teacher Training Essentials 


Trainer’s Notes 


12 Promoting learner autonomy 


Summary 

Focus Classroom methodologv 

Aims To outline strategies for promoting learner autonomy 
Contexts New or experienced in-service teachers 


Duration 60-75 minutes 


Preparation Photocopy both worksheets for all trainees. The role cards in Task 5a will need to be cut up for individual 
trainees from the appendix, p.115. Trainees will also need a copy of the commentary for Task 5 from the 
appendix, p.115. 


Lead in 4 Put trainees in pairs to do this task. Conduct feedback. 


Ask trainees to think of a prior learning experience that didn't (D a? b2 cl d2 el 
involve language. Get them to discuss the following questions 


in small groups: Give half the trainees role card A, and half the trainees 
* How much learning did you do in the learning context role card B from the appendix, p.115. Put them in 
(classroom, lecture theatre, etc)? groups with trainees who have the same role card and 
* How much learning did you do in your own time? ask them to discuss in their groups whether they have 
| | | | | i | taught learners with a similar kind of profile, 
1a Give each trainee a copy of worksheet 1. Ask trainees to 
do this task alone. 5b Put trainees in A and B pairs. Ask trainees to take it in 


turns to describe their learner and discuss together what 
advice they could give him/her. Conduct feedback and 
find out what ideas were suggested for both learners. 


1b Put trainees in groups and ask them to compare their 
experiences. Invite some trainees to talk about their 
experience to the whole group. 

5C Give each trainee a copy of the commentary on this task 
Irom the appendix, p.115, to read and compare their 


(D a2559 bl.À cj advice with. 


1C Ask the groups to do this task. Conduct feedback. 


What autonomous learning did you do in your initial 
studv/training to become an English-language teacher? 

* What autonomous learning have you done since you 
began work as an English-language teacher in order to 
develop professionally? 


2 Ask trainees to do this task alone and then check their 
ang in pairs, write 


answers in pairs. When they are checi 

the following words on rhe board; 
what goals acknowledge process how 
needs strategies 

and let them know they should use these words to 

complete the definition. Conduct feedback. 


QD | process. 2acknowledge 3 needs 4 goals 
5strategies. 6 what 7 how 


3  aandb Put trainees in three groups and assign each 
group their topic to brainstorm. After three to four 
minutes, put trainees in groups of three (one trainee 
irom each of the previous groups) to share their ideas. 
Conduct feedback. 


3c Give each trainee a copy of worksheet 2. Ask trainees to 
do this task in their groups. Conduct feedback. 


$3 Group 1: d. i, m 


Group 2: b, e. f. j. | 
Group 3: a. c, g, h, k 
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~ ^2 Promoting learner autonomy 


1 Some issues and some advice 


1a Read the statements below about different experiences that teachers have had. Choose the statement that most closely 
reflects an experience that you have had as a teacher (or as a learner). 


4 | Some groups seem to want me to give them homework, | 
while others resist it. | tell them what they can do if they | 
^ want, but ultimately it's up to them. 


| V feel that I'm doing most things right in the classroom, 
' but my learners just don't seem to make much progress. 


A lot of my learners have been through an education 
system where they don't seem to have been taught how 
to think for themselves. They want me to provide them 

“with everything. 


5 | | sometimes feel that learners want me to do everything 
constantly get feedback from me. The 


for them and 
| point is that | can't be there to ‘control’ their language 
one hundred per cent of the time. 


| I'm not really sure if my learners know why they're 
learning English. They're all adults, so | suppose they 
have made a choice to study, but l'm not really sure 

whether they know why they've made that choice. 


| 1b Work in groups and tell each other which statement you chose and why. Give some background to the actual experience 
you had. 


1c How could a teacher best deal with the issues in 1a? Match the ideas below to the experiences. 
a by developing awareness of learning processes inside the classroom 
b by developing awareness of how best to study outside the classroom 
c byrunning one-to-one tutorial sessions 


2 Whatis learner autonomy? 


Complete the following definition, placing one word in each space. 


Learner autonomy involves helping learners understand the = 
1 of learning both inside and outside the classroom. It 

means that they begin to 2 that they have a large role to 

play in their own learning. It also allows learners to understand what their 

3 are and to set 4 for themselves. Part of the 

process involves finding out about specific 5 that can help 

them to learn. As a result, they can, to some extent, decide 

6 they should learn and 7 they should 

learn it. 


3 What can teachers do? 

3a Work in three groups. 
Group 1; 
Think of ideas of how you can help learners to develop awareness of 
learning processes inside the classroom. 
e.g. set up group and project work that encourages learners to rely on 
each other and become independent of you. 


Think of ideas of how you can provide learners with ideas for study 
outside the classroom. 

e.g. set homework regularly and regularly revise language that you 
teach. 


Think of ideas of what you can say to learners in one-to-one tutorials. 
eg. help each of your learners to articulate specific and achievable learning 
goals, These can be short term and long term 


3b After each group has brainstormed ideas for the topics above, 
you will be put in groups of three (one person from each previous 
group) to share ideas. 
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3c Here are some ideas on what teachers can do. Are they similar to the ideas you thought about? Can you sort them according 
to the three groups on worksheet 1? 


a 


b 


4 What can teachers say? 
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Promoting learner autonomy 


Suggest to your learners that they try to vary their task choice. For example, learners who are usually drawn to more fluency- 
based tasks because they reflect their learning style can be told to try a more accuracy-Tocused task. 

Do lessons that give your learners an orientation to resources that can be used outside class time such as a school library or 
learning centre. 

Give learners feedback on the progress they have or haven't made in relation to their short- and long-term learning goals 
Get learners to talk about the methodology that you use and begin to provide them with rationales for your approach. For 
example, you can let them know that you set a time limit for some reading tasks so as to ensure that they practise scan reading 
skills. 

Familiarise learners with reference sections in the coursebook they are using. 

Set aside some classroom time for self-study so that learners get used to working independently 

Point out specific resources (books, computer programmes, websites) that an individual learner can use and show how the 
resource can be used to meet the learner s needs. 

Write up a brief tutorial summary for your learner and outline some key action points. 

Use guided discovery techniques so that learners get used to working out the answers for themselves. 

Offer learners options when setting homework. 

Suggest they implement some kind of learning system that works for them, e.g. ways of recording what they have learnt and 
ways of tracking what they have practised. 

Let learners know about any opportunities for exposure to authentic English in the town or city they live in. 

Develop learner autonomy by having them read instructions silently to themselves rather than always giving instructions 
verDally 


Read the learner problems a-e below. These are typical comments from learner tutorials. Choose the most constructive of the | 
two pieces of advice offered by the teacher. 


p | want to learn English very quickly because ! need a high IELTS score 


1 Study as hard as you possibly can and try not to get discouraged. 
2 Try to set learning goals that you feel you can achieve. Dont try and learn everything at once. $ 


f | hate Friday tests because | always do badly | 


E f There's too much to learn — I'll never know English. 


5 Two learners 


Your trainer will give you a task to do. 
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Well, | suppose they are only revision tests and are not worth getting too worried about | 
2 We do the tests to help you revise what you have learnt. But maybe you need to do a bit 
more of your own revision at home. 


1 Dont just think about what you have to learn in the future. 
Also think about what you have managed to learn so far. 
2 Inthe end, you will end up knowing the English vou need to 
know and vou don't need to worry about anything else. 


/ Learning vocabulary is so difficult for me — all these lists and lists of words. 
1 Just make sure you learn all the words that you need to learn and read your lists every day. 
2 Perhaps try organising words in your vocabulary notebook into subject headings. It's 
sometimes easier to remember words when they are associated with a topic. 


| Tea chers are always telling me to read. ! dont like reading much i 


4 You don't n eed to read all the time, but occasionally it helps to do 
things that are a little bit challenging for you. 
2 Well, in the end, | cant force you to read if you dont like it that much. * 
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13 Phonology: Sounds and word stress E 
| Summary | 


Focus Developing language awareness — 
Aims To introduce the individual sounds of English and its common word-stress patterns 


Contexts Pre-service or new in-service teachers -— 

Duration 60-75 minutes 
Preparation Photocopy both worksheets for all trainees. Task 5a will need to be cut up into individual cards from the 

appendix, p.116. You may also need a phonemic chart. — 


Lead in 5a Give each trainee a copy of worksheet 2 and one word E — 
from the appendix, p.116 and ask them to mingle, saying 
Write the following question on the board: m— 


their word with the incorrectly marked stress pattern. 
* Have you ever had problems trying to say specific sounds They should correct each other's stress. 

in other languages? D | 
Trainees discuss the question in small groups. Conduct a) — vegetable vedere d ME "om 
| | Tu les f TET hocolate theatrical paragraph enteriaunment 
feedback and elicit some examples [rom trainees. chocolat M pa dd à ea 

application retum important gallery analysis 

1 Give each trainee a copy of worksheet 1. Demonstrate resident lateral skeleton unilorm — opportunity 
computer 


with the first two examples /b/ and /p/ how the first sound 
is voiced while the second sound is unvoiced, but the 


place of articulation is the same. Put trainees in pairs to 5b Put trainees in groups io discuss these questions, 
do this task. Conduct feedback. Conduct feedback. 


rey 


Unvoiced and voiced pairs - unvoiced on the left. anv gs 

ipl ib) tieid ieii krieg! Tf & fv) 2 Strongly emphasising the co reset RENE 

I & iol — Isi Gda Ifi the stress with your hand or clapping on the stre 
^ syllable are all ways to correct incorrect stress. 


Incorrect word stress can impede communication. 
ct syllable, beating 


2 Put trainees in small groups to do this task. Encourage 
them to say the sounds and try and feel which speech 
organs they are using. Conduct feedback. 


6  aandb Ask trainees to do these tasks alone, and then 
check their answers in pairs. Conduct feedback. 


6a prefer 


The word-stress rule is that the majority of two 
syllable words in English have first-syllable stress. 
6b Group 1: association, discussion, transportatiom, 


aip/ fibi bif! & ivi ci0/ & (Of diti & Idi, Isi & 
izi ei & dy, [I E ig!) T Ik! & igi 


4 


Pul trainees in pairs to match the words, Go through 
the phonemic symbols with trainees, and then in their 
pairs match the phonemic symbols to the word pairs. 
Conduct feedback. Elicit what the difference is between 
the words above and below the black line. Elicit/teach 
monophthong and diphthong. 


Monoplhithongs 

1 /i:/ bead/see Z2 1/wuomen/bit — 3 /u/ foot/put 
4/u: food/true — 5/e/ any/pen 6 lal ago/mother 
7i3:! heard/bird — 8 /2:/ sore/four — 9 /ze/ hand/cat 

LO /4/ rung/fun 11 /a:/ heart/car 12 /p/ what/hot 
Point out the /:/ symbol which indicates a longer sound 
Diphthongs 

13 jal dear/here 14 fet! wait/cake — 15 /uo/ tour/pure 
16 ja soil/boy 17 /30/ bureau/go 18 /ea/ dare/hair 
I9 /ai/ my/lie 20 /au/ out/now 


Put trainees in pairs to do this task. Conduct feedback. 


1 It means learners can use a dictionary to check the 
pronunciation of a word. 

2 It is a good idea to introduce it gradually and teach 
two or three sounds at a time. It helps to start with 
phonemic symbols that are similar to written language, 
e.g. 't' and /t/. 
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transmission, automatisation, emission 

Group 2: psychology, geography, cosmology, 
philosophy, biology. calligraphy 

Group 1 words ending tion, -ssion are stressed before 
this syllable. Group 2 words ending in -graphy, -ogy. 
-ophy are stressed on the third syllable from the end. 


T Put trainees in pairs to do this task. Conduct feedback. 


| politics 2 political 3 politician 

4 democracy 5 democratic 6 democrat 

7 intellect 8 intellectual 9 intellectual 
10 photograph — 11 photographic 12 photographer 
13 diplomacy l4 diplomatic 15 diplomat 
Point out to trainees that these words do not follow any 
particular pattern. 


Reflection task 
* When and how can you focus on word stress and 
sounds in your lessons? 


ee 


13 Phonology: Sounds and word 


1 Sounds: consonants 


Match the pairs of sounds in the grid and write them in the space below. 
1 /b/ /p/ 2 3 


stress 


4 
8 


/k/ keep /f/ ship /à/ that 


2 Speech organs and sounds 
Match the pairs of consonant sounds from Task 1 to the place of articulation a-f. Two places of articulation have two se 


Which sounds do we make using... — alveolar ridge 


a the lips? 
— hard palate 


c the tongue and teeth? L— velum 


| 
d the tongue and the alveolar ridge: | — 
e the tongue, the alveolar ridge and the hard | / | 

palate? teeth’ 


|f the velum? 


3 Sounds: vowels 


Match the words in the box to the words in the table according to the vowel sound (and not the spelling). Note; with some 
words, you should match the underlined vowel sound. Then match the word pairs to the phonemic symbol. 


here true pen pure put ‘see har cake mother four | 
boy bird cat lie car go hot now fun bit 


1 /i/ 11 /àü:/ 
2 /1/ 12 /n/ 
3 /u/ 13 /ta/ 
4 /u:/ 14 /&/ 
5 /e/ 15 /ua/ 
6 /a/ 16 /at/ 
T f/3:/ 17 /2u/ 
/3:/ 18 /ea/ 
9 /xz/ 19 /ai/ 
10 fa/ 20 /au/ 

4 Phonemic script 

Discuss these questions: 

1 Why is it useful for learners to know the phonemic script? 

2 How can you introduce the phonemic script to a group of learners? 
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stress 


sy: Sounds and word 


5 The right stress 


5a Your trainer will give you a word. Say your word with the marked stress. Correct other people's word stress. 


5b Discuss these questions: 
1 Was it easy to recognise other people's words? 
2 How did you correct their word stress? 


6 Some word-stress patterns 


6a Circle the odd word out in the following group: 
apple paper waiter meeting greatest helpless prefer strengthen gorgeous 


What is the word stress rule for the majority of the words above’ 


6b Sort the following words into two groups: 


association psychology discussion automatisation biology geography 
transportation cosmology calligraphy transmission philosophy emission 


——— 


Group 1 


association psychology 


What is the rule for each group? 


7 Some exceptional words 
Add the following words to the correct 
place in the grid below. 


photograph political democrat 
photographic democratic intellectual 


3 politician 


1 politics 


| 
| 


4 democracy 


7 intellect B intellectual 


.33 diplomacy 14 diplomatic 
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Summary 

Focus Developing language awareness 

Aims 

Contexts Pre-service or new In-service teachers 


Duration 60-75 minutes 


Preparation 


p.116 and give one to each trainee. 


Lead in 


Write the following quote from a learner on the board: 


"When I listen to mother-tongue speakers of English it sounds Ike 
they're eating half the words. ' 


Ask trainees to discuss this in small groups and get them to 


consider why this might be the case. 


1a 


1b 


1c 


Za 


2b 


Give each trainee a copy of worksheet 1. Assign the letter 
A to half the class and B to the other half. Ask trainees to 
do their hall af this task alone, and then check answers in 
small groups with people who have done the same set. 


Put trainees in A and B pairs. Ask A trainees to read out 
the sentences in set B, and B trainees should underline 
the stressed syllables they hear. B trainees then read out 
the sentences in set A, while A trainees underline the 
stressed syllables they hear. Conduct feedback. 


* * 
: tonight at & pm. 
B Nx OPE * : | 
2 He's arriving at Victoria Station at seven o'clock 


I I'll be hom 


lomorrow evening. 
Suzy called lor you today. 
' . . | a | 
IIl be leaving at six o'clock tomorrow morning. 


i 


LJ = E 
I've invited Maria to dinner toni 


. 


Ill be working at home all this weekend. 


Ask trainees to do this task by looking at each other's 


worksheets. Conduct feedback highlighting that stressed 


syllables occur in words that carry the core meaning 
(content words). 


Give cach trainee a sentence from the appendix, p.116. 
Ask trainees to find two people who have the same 
preposition as them. Conduct feedback. Elicit the 
difference in the sound of the preposition. Illustrate the 
difference between the weak form and the strong form 
by using phonemic script. Emphasise the weak form is 
always the same sound /a/. 


The sentence number in bold indicates the sentence 
where the preposition is stressed. 
1-6-11 2-7-12 3-8-13 4-9-14 5-10-15 


Put trainees in groups to discuss these questions. 
Conduct feedback. 


3a 


3b 


3c 


3d 


Trainer's Notes | 


Phonology: Sentence stress and connected spee« 


To explore how sentence stress and connected speech operate in spoken English 


Photocopy both worksheets for all trainees. Cut up the sentences for Task 2a from the appendix, 


| personal pronouns, auxiliary verbs, articles, 
conjunctions, indefinite quantifiers, 

2 We use either the weak form or the strong form 
depending on whether the word carries the core 
meaning of the sentence or not. 


Give each trainee a copy of worksheet 2. Ask trainees to 
respond to the question: Whose CD are you going to buy? 


Ask trainees to respond to the question: Have you Parigi 
Madonna s latest CD? Conduct feedback. 


Ask trainees to write questions for the sentences they had 
in Task 1a. They can work in small groups to write the 
questions as described on the worksheet. 


Put trainces in A and B pairs. Trainees take rurns reading 
their questions aloud and answering with the sentences 
from Task 1. They should then discuss whether the 
emphasis in their answers changed and note down the 
questions their partner asked. Conduct feedback. 


a—C Put trainees in pairs to do these tasks and then 
check answers with another pair. Conduct feedback. 


4b and c 1- ii - c (NB: it is the sound that is important, 
not the spelling) 2-iv-a(/r/isadded) 3-iii - 
(idi — b) | 4-i-b (/d/ is elided) 


d and & Ask trainees to do these tasks alone, and then 
check answers in pairs. Conduct feedback. 


4d 1 intrusion /w/ is added — 2 assimilation /n/ — /m/ 
3 clision of the final /t/ in "watched' 4 linking 
between /f/ and /a 5 assimilation /s/ — /[/ 
6 clision of the /t/ in "next 7 linking between the /t/ 
in ‘went’ and the /i/ at the beginning of ‘into’ 
8 intrusion /j/ is added 

4e I watched (ceimion of /t/| Christopher play cricket 
yesterday. He's my brother and (linking) he's a 
(linking) very good player (assimilation /d/ — /p/). L 
ought (intrusion of /j/) to be equally (intrusion of /j/) 
good at (linking) cricket, but (elision of /t/) I don't 
(elision of /t/) practise enough (linking). 


Reflection task 


How much should sentence stress and connected speech 
be taught in isolation, and how much should it be 
integrated into other lessons (for example. grammar and 
listening)? 
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^44 Phonology: Sentence stress and conne 


1 Core meaning 


Your trainer will assign you to group A or group B. Mark the words in each sentence (in your set) that carry the core meaning. 
For example: 


I'm going to buy the latest Madonna CD. 
Group A Group B 


4 lli be home tonight at 8 pm. 7.4 Ili be leaving at six o'clock tomorrow morning. | 


2 He's arriving at Victoria Station at seven oclack | 


5 I've invited Maria to dinner tonight. © 
tomorrow evening. | == 


^ 6 I'll be working at home all this weekend. | 


1b Work with a partner from the other group. Your trainer will give you further instructions. 
1c Compare the dots and underlining for each sentence. Do the stressed syllables occur in words that are core meaning words? 


2 Weak or strong form? 


2a Your trainer will give you a sentence. Find two other people with a sentence that contains the same preposition as yours. 
Say your sentence out loud (but do not show it to anyone). 


2b Discuss these questions: 
1 What other kinds of words have both weak and strong forms 
2 What affects whether we say these words with either a weak or strong form? 


p — ]pi: 
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Changing emphasis 


y: Sentence stress and conn 


Listen to your trainer's question and respond using the sentence below. 


I'm going to buy the latest Madonna CD. 


Mow listen age 
Why is there a difference? 


in and use the same sentence to respond. What is the difference in emphasis between the two responses? 


Group A: write two questions for each of the sentences in Task 1: Group A. Each question should require the same answer, 


but the emphasis changes on certain words. 


Group B: write two questions for each of the sentences in Task 1: Group B. Each question should require the same answer, 


but the emphasis changes on certain words. 


Complete the gaps below that match your sentence numbers from Task 1a. 


1 


cC w LT Ow OU oT m Oo mu 


D m 


b 


Ask your partner the questions. Does the emphasis in their answers change? Afterwards write down the questions your 
partner asked in the space above so you have questions for each sentence. 


Features of connected speech 


In pairs say the following sentences aloud and decide what 
you think happens to the sound in the underlined part of 
the sentence. 

1 l'Il have some of those apples, please. 

2 |saw a fantastic movie last night. 

Your computer was a good buy. 

4 Anold man lives next door. 


Match the examples from 4a to the descriptions below. 
i A consonant sound is left out to help maintain good 
rhythm. 
li A consonant sound links to a following vowel sound. 
iii A final consonant sound is modified by a subsequent 
consonant sound. 
iv An extra sound is added to make the transition between 
two vowel sounds easier. 


ác Can you guess which of the following terms match the 


definitions in 4b? 
a intrusion 
c linking 


b elision 
d assimilation 


What are the underlined features of connected speech in 
these sentences? Use the terms from 4c. 

| can't go out in the evenings. 

Then Michael got home. 

We watched Peter play tennis. 

Can | have half a kilo of tomatoes, please" 

Is this shoe yours? 

ll see you again next week. 

| went into town this morning to do the shopping. 

Lown my house. 


to - CM Ui 4 UJ PM = 


How many features of connected speech can you find in 
the text below? 

| watched Christopher play cricket yesterday. He's my 
brother and he's a very good player. | ought to be equally 
good at cricket, but | dont practise enough. 
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15 Vocabulary: Features of lexis 


Summary 


Focus Developing language awareness 


Contexts New or experienced in-service teachers 
Duration 60-75 minutes 


| Preparation. Photocopy both worksheets for all trainees. Cut up the sentences [or Task | from the appendix, p.117. 


Lead in 


Write the following question on the board: 


Trainees discuss the question in small groups. Conduct feedback. 


1 


What aspect of vocabulary learning do you think learners 
find most challenging? 


Give each trainee a copy of worksheet 1 and one of the 
sentences from the appendix, p.117. Ask them to mingle 
and do the task. Conduct feedback. 


À Suggested correct version in bold and the nature of the 


prone is in brackets alter each sentence. 

blest advertising (probably a false friend) 
babe improbable (incorrect prefix) 
yeb strong (incorrect collocation with ‘incentive’ / 


incorrect near synonym) 
d dieer beautiful/exquisite (style too informal for 
the context) 


ape hill is ... steep (incorrect collocation) 
tr another woman (inappropriate legal 


register) 
| eleeme warm welcome (incorrect collocation) 

iens help (style too formal for the context) 

friendship iincorrect suffix) 

+ previous (incorrect Near synonym) 

V turned on the TV (incorrect 


collocation} 
| sem-breke poor (style too idiomatic for the context) 


Ask trainees to do this task in pairs. Explain that you do not 
expect them to know all the answers. Conduct feedback. 


l1] svnonyrm 2 near-synonyms 3 super-ordinate 


4 co-hyponyms 5 antonyms 6 meronyms of 
camera 


2D Ask trainees to do this task alone. Conduct feedback. 


(D 1] antonyms 2 super-ordinate 3 synonyms 
4 meronyms 5 co-hyponyms 6 near-synonyms 


2c 


Ask trainees to study the table alone, and then discuss 
the questions in pairs. Conduct feedback. 


2d Ask cach pair to try to complete this task. Conduct 


feedback. 


(o 1 homophones 2 heteronyms 3 homonyms 
4 polysemes 5 homographs 
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Vocabulary: Features of lexis 


To explore the features and classification of lexical items in English 


E X E 


ja Give each trainee a copy of worksheet 2. Put trainees 
in pairs to do this task, and then check answers with 
another pair. Conduct feedback. 


compound word 3, 5, 8 lexical chunk 4, 7, 11 
idiom 1, 9, 12 multi-word verb 2, 6, 10 


3b Put trainees in small groups to discuss these questions. 


1 nuclear fission. ‘Fission’ only collocates with ‘nuclear’. 


2 on the hour. ‘Hour’ can be substituted with: ‘dot’, ‘spot’. 

3 No, they form quite fixed collocation relationships. 
This is a typical feature of idioms. 

4 come down with some kind of illness; go eut with a 
person; keep up with a person. 


da Put trainees in pairs to do this task. Conduct feedback. 


4b Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 


1 Legal English. The owner has had his or her house 
repossessed and, throughout this document, we will 
call this property an estate which is in debt. 

2 Medical English. Reducing the flow of blood is helping 
to decrease the bleeding and swelling. 

3 Archaic English. My superior did it and I don't think 
anyone will dare ask him about it. 

4 Informal British English. Thanks. I appreciate it. 

5 Formal English. We have to help both groups to talk 
together and move forward. 

6 Australian and New Zealand English. Your pick-up 
truck sounds broken, don't you think? 

7 American English. Chase the ball. You really did that 
well. I'm impressed. 

8 Indian English (newspaper headline). The recent 
floods have affected one hundred thousand people in 
the state of Bihar. 


4C Put trainees in pairs to do this task. Conduct leedback. 


‘Style’ and ‘register’ are sometimes used interchangeably. 
‘Style’ here refers to levels of formality and the degree to 
which language is in current use. ‘Register’ refers to the 
kind of language used in specific contexts. "Variety" af 
English depends on where people come from. 


* At shes different levels can you focus on the features of 
lexis mentioned above? 

* Would you teach any of this technical language to your 
learners? If yes, which terms would you teach? 


gu en 0 Worksheet 1 
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15 Vocabulary: Features of I 


1 Some problems with words 


Your trainer will give you a card with a sentence on it. Say your sentence to others and ask them to correct you. Decide together 
what the nature of the problem is. Correct the sentences. 


a |never watch TV because theres too much publicity in the g When we arrived at the hotel, the staff there gave us a very 
middle of programmes. tepid welcome and made us feel at home. 
b itshighly unprobable that hell pass the exam. h Thank you for your ministrations while | settled into the new job. 
c The promise of promotion was a very tough incentive to stayin i [truly value his kindness and friendness. 
my current job. j lf you look at the anterior page you can see a summarising 
d The craftsmanship in this oak chair is extraordinarily fine and to table. 
die for. k Heflopped down in the chair and started up the TV for a 
e This hill is very plunging and hard work to walk up. relaxing night's viewing. 


f [think their marriage is going to break up. He's been having a | Thestony broke of the Third World need your help. 
Hing with a co-respondent. 


2 Features of vocabulary 


we start = begin 
antonyms 
meronyms | mist — fog 
eio lens, shutter, battery, bh 
NOR sath dia 1 memory card, power E mE - 
co-hyponyms M. button, wrist strap e Word 
SVIDIOTTVITIS i E. 


. relations : | 


FRUIT 


hot + cold 


2b Now complete the definitions below with the terms from Task 2a. 

are words with opposite meanings. 

is a general term that encompasses a group of words that all have more specific meanings. 
are words that have exactly the same meaning. 

are words that when grouped together form the whole of something. 

are words that are related in some way because they are all different types of one thing. 
are words with similar meanings. 


2c Study the table below which shows how some vocabulary terms overlap. What do you think each term means? 


take the weight 
wait for me 


a lead guitarist 


a lead weight 


The head of the company 
Turn your head 


a can of cola 
|! il con swim 


2d Now complete the definitions below with the terms from Task 2c. 

1 are words which have the same pronunciation even though they may have a different spelling. 

2 are words which have a different pronunciation and meaning but the same spelling. 

3 are words which have a different meaning but the same spelling and pronunciation. 

4 are words which have a different but related meaning, the same spelling (and may have 
different pronunciation). 

5 are words which have the same spelling but have different meanings (and may have different 
pronunciation). 
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3 Words that go together 


3a Allof the following words and expressions are a type of collocation. Put them in the correct box. 


1 carry the can 2 come down with 
3 nuclear fission 4 in due course 
5 heart attack 6 goout with 
7 on the hour 8 credit card 
9 get wind of something 10 keep up with 
11 out and about 12 pick someone's brains 


3b Discuss these questions: 
1 Which of the compound words is most fixed? 
2 Which lexical chunk can include alternative nouns? 
3 is it possible to alter any of the idioms? 
4 Think of the kinds of words that can collocate with the multi-wa rd verbs. 


4 The words we use 


4a Readthe sentences and discuss anything which would create problems for intermediate language learners. 
The vendor is seized of the property hereinafter described for 'an estate in fee. 

Vasoconstriction is helping to decrease haemorrhage and edema. 

My lord hath done it and methinks none durst meddle with him. 

Yeah, cheers, pal. Ta. Nice one. 

Our role is to further the negotiations between both parties and encourage progress. 

Your Ute sounds a bit crook there, mate, eh? 

Go chase the ball baby. Way to go, honey! Good job! 

Floods hit one lakh in Bihar. 


4b Complete the table below with reference to the sentences in 4a. State what type of English is used in each sentence, and then 
write the standard English equivalent for each one. 


ác What is the difference between register, style and variety? 
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16 Concept checking: Vocabulary and gramma 


r 


Summary 
| | Developing language awareness 
| Aims To explore lexical and grammatical meaning through the use of concept-checking questions 


| Contexts Pre-service or new in-service teachers 
| Duration 60-75 minutes 


Preparation Photocopy both worksheets for all trainees. Cut up Task 1a from the appendix, p.118 so each group has copies 


of all the words. Trainees will also need learner dictionaries. 


E m 


Lead in 

Write the following quote on the board: 

* In many education contexts, when a learner does not 
understand something, the teacher uses explanation as a 
means to clarifving a problem. Is this always a good idea? 
Can you think why this might be a problem? 

Ask trainees to discuss in groups and conduct feedback. Point 

out that explanations often involve a lot of language and 

can exacerbate a comprehension problem. Well thought out 
questions that gradually unpack meaning are often more 
effective. 


1a Put trainees in groups of four. Give each group a set 
of cards from the appendix, p.118. Trainees take turns 
to take a card and elicit the word on it by giving a 
definition, but without saving the word. Conduct 
[eedback, asking trainees to consider how they refined 
their definitions when they were given wrong answers. 


1D Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 


id Ja 3f db 5e ee 


2 a Ask trainees to identify the different parts of each 
dictionary entry alone, and then check their answers in 
pairs, If the group is strong, they can move directly on to 
2b and 2c. If not, do feedback on 2a first. 


D 2s 
| semantic meaning: [f someone gets to you, they make you 
feel upset or angry. 
style: INFORMAL 
collocation: get to gb (i.e. collocates with people) 
2 semantic meaning: different in every way 
style: FORMAL collocation: The two cultures 
(Le. collocates with ideas or things rather than people) 
2b 
get to 
4 (semantic meaning). 7 (semantic meaning). 5 (style), 
I icollocation) 
disparate 
8 (semantic meaning), 3 (semantic meaning), 2 (style). 
6 (collocation). 
2c With some words you will need to check the 
register (medical, legal, etc.) and with other words the 
connotation. 


3  Purtrainees in small groups and provide them with 
learner dictionaries to help them. Conduct feedback, on 
the board, ending up with a set of questions for each 
word that everyone agrees with. 


a Does she seem happy? (No) 
Does she seem worried? (Yes) 
Is she thinking about a problem? (Yes) 
Occasionally or a lot of the time? (A lot of the time) 
b Did he pay a lot of money for the printer? (Yes) 
Is he satisfied with it? (No) 
Does he think he paid too much? (Yes) 
Is this word neutral or informal? (Informal) 
c Is it annoying? (Yes) 
Does it take a lot of time or effort? (Yes) 
Is this word neutral or informal? (Informal) 
d Dollike the idea? (No) 
Do I think it's stupid? (Yes) 
Is this word formal or neutral? (Formal) 
e Isthere any milk? (No) 
Have I used it all? (Yes) 


4 — Ask trainees to do this task alone, and then check their 
answers in pairs. Reinforce the idea of working out the 
key concept for each structure. Conduct feedback. 


$3 a2 bl c2 d2 el f2 gl h2 


5 Put trainees in small groups to do this task, Emphasise 
the importance of saying why one ol the questions is 
irrelevant. Conduct feedback. 


a2 b3 cl d3 e22 


6 Ask trainees to do this task alone, and then check their 


answers in small groups. Conduct feedback to the board. 


a Can we see the result of the action? (Yes) / Is it still 
broken? (Yes) 

b Why do we think it will rain? (We can see the clouds) 

c Why do we think he studied hard? (His marks were 

d Do you want it now or in the past? (Now) 


e Why is it sometimes hard to include concept checking 
questions in your lessons? 
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16 Concept checking: Vocabulary and s 


mmar 


1 The right word 


1a Work in groups. Choose a vocabulary card. Don't say your word, but give a definition of it and see if the others can guess 
the word. 


1b Match the underlined words in the sentences 1-6 to the sets of questions a-f that check the meaning of the words. 


Did he stop working? (Yes) Was the company unhappy with his work? (No) 
Did he choose to stop working? (No) Did the company have some financial 
problems? (Probably) 


was T0 years old after a 
long and successful career. 


IE | Do | take or give something? (Take) Is it forever or a short time? (A short time) 
after almost 34 years in the Do | give it back? (Yes) 


company. 


He burgled their house last 
Thursday. 


Did he come inside? (Yes) Did he have a key to unlock the door? (NO) 
Was he invited? (Na) Did he perhaps break a window to get inside? 
(Yes) 


Did he stop working because of his age? (Yes) 


Did he stop working? (Yes) 


à moment? Did he choose to stop working? (fes) 


Do | take or give something? (Take) Did | pay for it? (Yes) 
Do | give it back later? (Yes) | 


5 ld like to hire a car for the 
weekend. 


He broke into the house 
while they were on holiday. | 


Did he come inside the house? (Yes) Did he steal something? (Yes) 


Was he invited? (No) 


2 Using a dictionary 


Za Look at the two dictionary entries from the Cambridge 2b Decide which concept checking questions below | 
Advanced Learner's Dictionary. with which word above. Identify whether the question is 


nderline the semantic meaning checking the semantic meaning, the style or the collocation. 
— circle the style of the word Does this word usually refer to things or people? (People) 


ee _ put a wavy line under any kind of collocation ls it à neutral or a formal word: (Formal) 
Is the difference big or small? (Big) 


1 
2 
| 3 
get to sb INFORMAL SUFFER © 1 If something gets to you, it 4 If someone does this to you, do you feel angry? (Yes) 
makes you suffer: The heat was beginning to get bo me, so Í went 5 is this an informal expression? (Yes) 
6 
T 
8 


indoors. UPSET © : mene i bots T mers! tss € Does this word usually refer to things or people? (Things) 
j T T ! E 
upset ar angry: / know hes annoying, buf you sHouidn tiet ir Can you feel upset too? (Yes) 


get fo vou. | | 
— Does this describe things that are different? (Yes) 


disparate  / dp. ot/ 3e /-py.st/ adjective rormat | 2c What other aspect of the meaning of words do you need 
different in every way: The two cultures were so utterly disparate | to focus on when writing concept-checking questions? 


that she found it hard to adapt from one to the other. 


3 Concept checking 


Write concept-checking questions for the underlined words in these sentences: 
a She's been very preoccupied recently because her mother has been very ill. 


b You know that new printer | bought? It was a complete rip-off — it's broken already. 


It's such a hassle when you lose your wallet and have to get new bank cards and everything else. 


"^ 


The very idea is preposterous! 


A 


e Ive ut of milk. 
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Vocabulary and gramm 


16 Concept checkin 


4 Key grammatical concepts 


Look at the underlined grammar structures. Which of the two key concepts is the more important to focus on when checking the 
meaning of the structure? Tick “ the most important concept. 
a lvelent my car to James. (Present perfect simple) 


ar 


1 the agent of the action 2 the relationship between two time periods 
b You should go and visit her more often. (Modal should) 

1 obligation 2 ability 
c I'm going to do my homework immediately after dinner. (Be going to) 

1 duration 2 intention 
d They were having dinner when he arrived. (Past progressive) 


1 possibility 2 duration 

e The CD was recorded in Vienna. (Passive) 
1 the agent of the action 2 intention 

f Ifihadnt bought a house, | would have gone abroad. 
(Third conditional) 


1 possibility 2 hypotheticality 

g She's working part-time this month. (Present progressive) 
1 time reference 2 intention 

h We might come to the party a little later on. (Modal might) 
1 obligation 2 possibility 


5 The irrelevant one 


After each underlined grammar structure a-e, one of the 
concept checking questions is not relevant. Put a cross X beside 
the question that is not relevant. Say why it is not relevant. 


a They ve De: n working here lor two years now. 6 Something missing 
1 When did they start working here? UT es 
2 Why did they start working here? Each of the grammar structures is missing a concept checking 


question that checks one aspect of the meaning. Add the 
missing question and answer. 
a She's broken her arm. 
1 Did the action happen in the past? (Yes) 
2 we know exactly when? (No) 
3 
b Look at those clouds — it: 
1 Isit raining now? (No) 
2 Will it rain in the future? (Probably) 
3 


3 Arethey still working here now? 
4 Did they stop working here at any time in the past two 
years? 

b ‘You have to pay a deposit of £200. 

1 Can you choose to pay a deposit" 

2 |sit necessary to pay? 

3 When is it necessary to pay? 
C | used to smoke. 

1 (sit strange for me to smoke? 

2 Dolsmoke now? 

3 Did | smoke in the past? 

4 Did I smoke once or many times? 
d Tony had his watch fixed last week. 

1 isthe action completed in the past? 

2 Did Tony fix his own watch or did another person do it? 

3 Was it possible for Tony to fix his own watch? 

4 Do we know who did it? n, A ee T Lco 
e We're having lunch at their place on Sunday. 

1 Is the lunch happening now? 

2 What is the duration of the lunch? 

3 isitin the future? 

4 Has the lunch been arranged with other people? 


5 fain, 


ied really hard to get a mark like that in the 
exam. 
1 When did he study? (In the past) 
2 Did he study hard? (Probably) 
3 Are we certain? (Mo) 
4 
d | wish my computer had more memory. 
1 Does your computer have enough memory? (No) 
2 Do you want more memory for your computer? (Yes) 


3 
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| Summary 


Focus Developing language awareness 


17 Grammar: Tense, time and as 


Trainer's Notes | 


Aims To explore the relationship berween tense, aspect and time 


. Contexts New ar experienced in-service teachers 
. Duration 60-75 minutes 


Preparation Photocopy both worksheets for all trainees. The statements for Task 1 will need to be cut into individual strips 


from the appendix, p.118. 


Lead in 


Ask trainees, in groups, to brainstorm as many different verb 
forms as they can. This might include tenses or individual 
words like past participles. Give them one or two examples 
and set a time limit. The group with the longest list wins. 


1  Putthe cut-up statements from the appendix, p.118 in 
a box or hat. Divide the group into two teams, A trainee 
[rom one team takes a statement and reads it out. The 
members of the other team have 30 seconds to confer 
and decide if the statement is True or False. If their 
answer is correct they win a point. The team with the 
most points wins. Give each trainee a copy of worksheet 
|, containing the answers. Don't explain answers during 
feedback as this will pre-empt some of the tasks in the 
worksheets. 


a False (strictly speaking there are two) 

b False (tense is indicated by a morpheme) 

c False (it can refer to present and future time, e.g. ‘if 
clause of a second conditional) 

d True 

True 

False. Only transitive verbs (i.e. verbs which have 

objects) can be changed from active to passive. 

False — it can also be used às an adjective. 

False = the future perfect connects two points in the 

future. 

True 

True 

False = it can refer to present time in the situation of 

offers (III carry your suitcase) and it can refer to all time 

in the situation of annoying habits (He will bite his nails). 

| False — it connects time zones, but does not necessarily 
show duration. 


B 
a 


- kmis i 


2 aand b Ask trainees to do these tasks alone, and then 
check their answers in pairs. Conduct feedback. 


$3 Za le 2a 3b 
2b 1 past and present 2p 
3 active and passive 


agressive and perfect 


3 aand b Put trainees in small groups to do these tasks. 
Conduct feedback. 


3a Group 1: 1,8, 11 Group 2: 2, 5,12 
Group 3: 3, 7, IO Group 4: 4, 6, 9 
3b 1 future 2always 3 habitual/routine 
4 immediate/dramatic 5 tense; time 
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4 


(D 


5a 


d and b Give each trainee à copy of worksheet 2. Pul 
trainees in pairs to do these tasks. Conduct feedback. 


4a They all include the progressive aspect. 

1 present progressive 2 past progressive 3 present perfect 
progressive 4 present progressive 5 present progressive 
4b 1 duration, being temporary 2 synchronicity, duration 
3 duration 4 being temporary, synchronicity 

5 repetition, synchronicity 


Ask trainees to do this task alone, and then compare 
their answers in pairs. Conduct feedback. 


a Correct: a; c h, j. Incorrect: b, d, e, lg d 


b and € Put trainees in small groups to discuss these 
tasks. then conduct feedback to the board. 


Sbilb.d 21i 3d 

[NB: in b ‘admire’ has the state meaning of respect while 
in h it has the active meaning of looking at and 
appreciating: in f ‘have’ means ‘own’ while in c it 
collocates with shower as does the verb ‘take’. 


Aeg 
JC 


| know, beleve, 
despise 


mental states / 
feelings 


resemble, be, contain 


momentary events | cut, hit, break, punch | 


| verbs with both a 
state meaning and 
an active meaning 


admire, have, feel, 
smell 


a " z TE E 5 
flection task 


In many coursebooks, what is the word tense used to 
indicate? What are the advantages and disadvantages of 
this common use of the word tense? 


Worksheet 1 


17 Grammar: Tense, time and aspect 
1 Team competition: Some statements about grammar 
Answers: 


There are three tenses in English. 

A tense always needs an auxiliary verb. 
The past tense only re 
The present simple third person '-s' is a morpheme. 

'Progressive' is known as an aspect, not a tense 

All verb forms can be changed from the active to the passive voice. 
The past participle is only used in perfect and passive verb phrases. 


ers to past time. 


Perfect verb forms always refer to past time in some way. 
The pr« 
Pr« 
‘Will’ only refers to future time. 
The perfect aspect often shc 


nt simple tense can refer to past time. 


jressive verb forms are used to emphasise duration. 


s some kind of duration between time zones. 


2 Tense, aspect and voice 


Za Match the terms 1-3 with the descriptions a—c: 

1 tense 2 aspect 3 voice 

a This indicates how a speaker views an action: is it completed, or related to another point in time? Does its duration need to be 
emphasised? Mot all verb forms have this, these are called simple 

b This changes depending on whether the speaker wants to show what the subject did, or what happened to the subject. 

c In linguistics, this refers to how a verb inflects, for example, the addition of the —d to indicate the past, or the —5 to indicate 
the third person present. As the future is not indicated by such inflection it cannot, strictly speaking, be described in this way, 
though for convenience s sake, it often is. 


2b Discuss these questions: 
1 What two tenses are there in English? 
2 What two aspects are there in English? 
3 What two voices are there in English? 


3 One tense, different times 


3a Put these different examples of the present simple into four groups 3b Complete the rules. 

according to the way the tense is being used. The present simple tense 
1 The bus departs tomorrow morning at 8 o'clock for Lake Como. 1 Group 1: used to talk about timetabled 
2 They come from Thailand actions in the | 
3 | get up every morning at about six 2 Group Z: used to talk about something 

Set ul | | sah hat i5 true. 
4 | got up from the table and suddenly my head starts spinning | j ae | 
| EHE rats ] 3 Group 3: used to talk about a(n} 

5 Welive in the very centre of town adn 
vas like this — he just comes up to me and asks for a hundred quid! US 
6 It was- Ike this | | i P d 4 4 Group 4: used to make an action ina 
7 The mail always arrives at this time every day narrative seen mons 
Frank arrives later on this evening. 


& From this task, we can deduce that 


Summer 1968, The sun rises on another beautiful day. there i$ not always a direct relationship 


E us 


10 Every year on 31 December she throws away a huge amount of rubbish. between the name and 
11 They move out at the end of the month. the it refers to. 


=i 
= 


| love dark chocolate. 
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17 Grammar: Tense, time and aspe 


ct 


4 What's in common? 
4a Look at the following examples. What do they have in common? 
1 I'm Staying at Alison's place until | move into my new flat. 
2 She was walking across the room when | came in. 
3 I've been working on my assignment this afternoon. 
4 Stop making all that noise — l'm watching the news! 
5 Whenever | see him, he's always standing outside and smoking a cigarette. 


4b Look back at each example in 4a. Which of the concepts below explain the use of the progressive? More than one concept 
may be relevant for each example. 
1 repetition 2 duration 
3 synchronicity 4 being temporary 

5 What can you say? 


5a Which examples are incorrect? Change them so they are correct. 


a  / She's working really hard this month. | 


b , Someone from history I'm really adminng is the Roman Emperor, Hadrian. 


c + Hecant come to the phone because he's having a shower. | 


— -— 


How long have you been knowing Dan? - 


e She's been cutting her finger with the kitchen knife. 


f  / Were having a small holiday home on the coast. | 


E , the car has been hitting the lamp post. 


h l'm just admiring your beautiful new vase. 


i , He is resembling his father a lot. 
j They were all jumping up and down with excitement. - 


5b Look at the examples that were incorrect from 5a and match them to the following rules. Some examples can be placed in 
more than one group. 
1 Verbs used to talk about a mental process are not usually used in the progressive form. 
2 Verbs used to describe a state of being are not usually used in the progressive form 
3 Some mental process and state verbs have two meanings, one of which can be used in the progressive form. 
4 Verbs whose meaning indicate a single momentary event are not used in the progressive form. 


5c Complete the table by adding in verbs from 5a, then add these verbs to the correct box: 
be believe feel break despise contain punch smell 


states of being 


mental states / feelings 


momentary events 


— — 


4 | verbs with both a state meaning and an active meaning 


Lr -— — 
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rammar: Narrative verb forms 


Trainer’s Notes | 


Summary 
Focus Developing language awareness 
Aims To compare and contrast the uses and meanings of different narrative verb forms 


Contexts Pre-service or new in-service teachers 
Duration 60-75 minutes 


Photocopy both worksheets for all trainees. Cut up the examples and meanings for Task 3a from 


the appendix, p.119. You will need to cut up the form puzzles for Task 5 from the appendix, p.119 and have 
complete copies of the puzzles for each trainee so they have a record of the answers. 


Lead in 


Put trainees in pairs and ask them to tell each other about an 
important event in their childhood. After they have done so, 
ask them to recall any verb phrases that their partner used. 


1a Explain that vou are going to read an anecdote ol 
a childhood accident, Give each trainee a copy ol 
worksheet 1 and ask them to record the dillerence 
between what they hear and what is on the page. 
Correct text 
[think my most dramatic childhood memory was a little 
accident I had when I was playing with my brother. You 
see, my family had just moved into the countryside. It was 
great — I loved it — all that nature to explore! Anyway, that 
afternoon we'd been walking along the banks of a little 
river until we came across a kind of tree house. But best of 
all, it had a swing attached to it so you could swing out over 
the river. 5o my brother and I climbed up to the tree house 
and I was determined to go first. I grabbed the rope and then 
[swung out. But, of course, what we hadn't realised was 
that the rope was rotten. And as I was swinging back to the 
tree house, the rope broke and I hit my head on a rock. I was 
bleeding a lot so I went off to hospital for stitches! 


1b Put trainees in pairs to name the correct verb forms. 
Conduct feedback. 


was playing — past progressive 

had just moved — past perfect 

had been walking — past perfect progressi 
grabbed — past simple 

swung — past simple 

hit — past simple 

went — past simple 


- Ch wee ww B) € 


2a Ask trainees how they could check the meaning ol 
narrative verb forms in class. Introduce the idea of timelines 
and put trainees in pairs to do this task. Conduct feedback. 


(D itib 363a Aib 324 3c 43 


2b Ask trainees to do this task alone, and then check their 
answers in pairs, Conduct feedback. 


D swing ‘OPE breaks hit 
| i go to hospital 
XXXXXXXAÀAX 


ja Put trainces in pairs to do this task and give them the 
cut-up examples 1-6 that use the past progressive and 
their meanings a-f from the appendix, p.119 to match. 
Conduct feedback. Give each trainee a copy ol worksheet 
2 containing the answers. 


(D lc 2d 3a 4c 51 6b 


3b Put trainees in pairs to discuss this question. Conduct 
feedback. 


The task illustrates that one lense can be used to 
convey a wide variety of meanings, which are not always 
as straightforward as they first appear. 


4 = Put trainees in pairs to do this task. Conduct feedback. 


D 1 In sentence a, the speaker began learning at the age 
of ten, but in sentence b, the speaker began learning 
before the age of ten. 

2 There is no significant difference in meaning between 

the two examples because the linker ‘after’ also signals 
the order of events in the past. As with 3, sentence b 
slightly emphasises the idea that the action of arriving 
happened first. 

3 In sentence a, the speaker got home and then the 
game began, but in sentence b the game was already 
underway when the speaker arrived home. 

4 In sentence à the audience clapped as soon as Ellen 

began singing, but in sentence b the audience waited 
lor Ellen to finish singing before capping. 


5 aandb Put trainees in two groups. Give each group 
a form puzzle from the appendix, p.119, to complete. 
Confirm each group's answers. Ask trainees to test 
cach other with questions such as ‘what's the form of 
the main verb in the past participle?’ Do an example 
question for each group before getting trainees to 
think of their own questions. Give each trainee a copy 
of the complete form puzzles in the appendix, p.119 
lor their records. 


Put trainees in pairs. Ask them to tell each other about a 

past event in their life. Then ask them to consider: 

* What different narrative verb forms did vou use? 

* If you recorded and transcribed your conversation, 
could you use it with learners? 

* What are the advantages of using teacher-generated 
texts lor teaching grammar? 
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18 Grammar: Narrative verb forms 


1 Spotthe errors 


1a Your trainer will read out a narrative which contains mistakes with the narrative tenses. As you listen, record the difference 
between what you hear and the text below. 


| think my most dramatic childhood memory was a little accident | had when | had played with my brother. You see, my family was 
just moving into the countryside. It was great — | loved it — all that nature to explore! Anyway, that afternoon we ve been walking 
along the banks of a little river until we came across a kind of tree house. But best of all, it had a swing attached to it so you could 
swing out over the river. So my brother and | climbed up to the tree house and | was determined to go first. | was grabbing the 
rope and then | had swung out. But, of course, what we hadnt realised was that the rope was rotten. And as | was swinging Dack 


to the tree house, the rope broke and | was hitting my head on a rock. | was bleeding a lot so | was going off to hospital for stitc hes! 


1b How many of the correct verb forms can you name? 


2 Timelines 


2a Label the two time lines below according to these excerpts from the text in Task 1. 


1 | think my most dramatic childhood memory was a little accident | had when | was 
wed into the countryside. 


laving with my brother. You see, my family 


a family move 
b play 
c have accident 


on walking along the banks of a little river vas we came across a kind of tree house. |. „150 my 
iised was s that the rope was rotten. 


2 RAI that afternoon wedt 
; ed up to the tree house [...] But, of course, what we hadnt 


3 


not realise 


4^ walk 
= 1 climD 


an & u 


XXXXXXXXXX 


COme across 


2b Create two timelines. One for each of these excerpts: 
1 And as I was swinging back to the tree house, the rope broke and | hit my head on a rock. 
2 |was bleeding a lot so | went off to hospital for stitches! 


———————————————————————míiLIIIUo—]— CC 
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18 Grammar: Narrative verb forms 


3 What are the concepts? 


3a Answers: 


EE 
———————— 
—— —À————À 


c to describe a repeated past action. 


2 | was wondering if | could have a word with you. d to make a request. 


3 We were leaving Norwich when we got a flat tyre. 
— — Is interrupted. 


| li 


4 He said he was meeting Ron. | e toreport afuture event. 


E 


5 That evening, we were going to the theatre. f totalk about the future in the past. 


6 The wind was blowing hard and the rain was lashing the windows. b to describe the background to a story. 


3b What does Task 3a tell you about the uses of verb forms? 


4 Shades of meaning 5 Form puzzle 
Is there any difference in meaning between each pair of verb 5a Work in two groups. Your trainer will give you cards. 


j s i = Ei M şi P T 
phrases in the following sentences? If so, what is the difference? Group 1: Complete a form puzzle for the past perfect. 


1 a | started to learn Spanish when | was ten years old. 
b I'd started to learn Spanish by the time | was ten years old. 5b Work in pairs and test each other on the form puzzles. 


2 a After they arrived, they unpacked their suitcases. 
b After they'd arrived, they unpacked their suitcases. 


3 a When! got home, the game began 
b When | got home, the game had begun. 


4 a When Ellen sang, the audience clapped. 
b When Ellen had sung, the audience clapped. 


"1: iuqeun:5183 (CO Cambridge University Press 2010 
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a totalk about a situation in progress that 


Group 2: Complete a form puzzle for the past progressive. 


63 


Summary 

Focus Developing language awareness 

Aims To outline the form and meaning of a variety of verb forms used to talk about future time 
Contexts  Pre-service or new in-service teachers 

Duration 60-75 minutes 


Trainer’s Notes 


Preparation Photocopy both worksheets for all trainees. The words in Task 4a can be cut up from the appendix, p.120. The 


Lead in 


Put trainees in small groups and ask them to tell each other 
about their future plans for the following times: tonight. 
tomorrow, this weekend, next month, in a year's time. Tell 


them to listen for different future forms used by their partners. 


qa Give each trainee a copy of worksheet 1. Ask trainees to 


quickly read the conversation excerpt and answer the 
questions. Conduct feedback. 


D Jake is the answer to both questions, 


1 bandc Put trainees in pairs to do these tasks. Conduct 
feedback. With weaker groups, it may be necessary to 
analyse these forms on the board. Point out that the 
present progressive use is a clear example of how tense 
name and time reference do not always match. 


Ib ‘will’ + base form 4, 5, 6 
‘going to” + base form |, 3 
present progressive 2 

ica3 b4 c2 dó el f5 


2a Ask trainees to read the excerpt and answer the question. 


Conduct feedback. 


Jake 


2 bandc Put trainees in pairs or small groups to work on 


2b. If the group is confident, they can move directly on 
to 2c. If not, conduct feedback on 2b first. 


(D 2b1 I'll be lying in the sun reading a novel or I'll 
probably be teaching 

2 By Friday we'll have finished everything. 

3 In this context, the [uture progressive is used to talk 
about an action that will be in progress at a specific 
[uture time. 

4 In this context, the future perfect is used to talk 
about an event that will be completed before a 
specific time in the future. 

2c future progressive: subject + - will + be + verb + -ing 

(present participle) 

future perfect: subject + will + have + verb 

(past participle) 


3  aandb Give each trainee a copy of worksheet 2 
Explain that vou will now be looking at all the future 
forms from Tasks 1 and 2 together, Ask trainees to do 


these tasks alone, and then check their answers in pairs. 


Conduct feedback. 


64 Grammar: Future forms 


dominoes for Task 5 will need to be cut up from the appendix, p.121. 


D 3a 2 are we going? 3 We'll be having 4 III record 


$ we'll waich 6I'm going to buy 7she'lilet 8 I'll give 
9l'llbesecing LOM ask U1 starts 12 We're going to 
13 she'll be 

3b upper intermediate 


3c Put trainees in groups of three to do this task. Conduct 


leedback. 


D 1 present progressive 2 present progressive 3 future 


progressive 4 will+base form 5 will + base form 

6 going to + base form 7 will + base form 8 will + base 
form 9 future progressive 10 will + base form 

ll simple present 12 going to + base form 

13 will + base form 


3d Change the composition of the groups. Point out that 


the example in 3a | relates to another context in the 
coursebook. Also indicate that there are some forms 
and meanings that have not been discussed in Task | ol 
worksheet 1. Conduct feedback. 


a6 bL2 c4 58,10 dll ern £7.13 g3 h9 


a and b Put trainees in pairs to do these tasks. Give 
ach pair the cut-up sentences from the appendix, p.120. 
Conduct feedback. 


4 aand b 

The race is due to start at any minute. 

The opening ceremony is about to begin. 

Next year | plan to take up yoga. 
il we go out for a pizza tonight? 

Their disagreement means a strike is im 1 

The President js to meet the trade delegation this 

afternoon, (mere formal) 


l 
2 
3 
5 
é 


Put trainees in groups of three or four. Give each group 

a set of dominoes from the appendix, p.121. Explain the 
rules of the game: 

One player deals out the dominoes between all the 
players. Player one puts down one domino face up on the 
table, The players then take it in turns to put dominoes 
down by matching future forms with their meaning. 


Reflection task 
* There is no future tense in English. To what extent do 
you agree with this statement? 


EE NENEEEU 


D 3 31 . 
| 


19 Grammar: Future forms 
1 After the course 1b Which categories do the underlined future forms in 1a fit 
1a Read the conversation below between Rosanna and Jake eer ere PURIS EON satiny, Zi 
who are talking about what they intend doing once they ‘will’ + base 
have finished their teacher training course. Whose future form 
plans are more organised? Who is more worried at present? mE 
1c Now match the examples in 1a to the meanings below. 
a ‘Going to is used to make a prediction based on present 
evidence. 
b ‘Will’ is used to talk about an intention decided in the 
moment of speaking. 
c [he present progressive is used to talk about a future 
arrangement involving other people. 
d ‘Will’ is used to talk about a future fact. 
e Going to is used to talk about an intention decided 
before the moment of speaking 
f "Will is used to make a prediction about the future that is 
not based on evidence 
2 Different aspects 
2a Read another excerpt from a conversation between 
Rosanna and Jake during the final week of the course. 
Who is keen for the course to finish? 
Jake: (Only three more days. 
Rosanna: Amazing, isn't it? The time's gone so quickly. 
Just think, this time next week I'll be lying in the 
sun reading a novel and not a book on teaching 
methodology! 
Jake: |'ll probably be teaching, but at least | won't 
Jake: 5o ang are your plans for when you finish the x Sak at ‘ ane ae Aree 
course? aa | TE | 
Rosanna: My pian Wen, to have a break for a start. Im MEME dbi by Pela ten Bas omens 
| ut (1) and do not hing. It'll all be over 
Jake: Not ‘ob. hunting then? Jake: Roll on Friday, | say’ 
Rosanna: No, not immediately. What about your T 
Jake: Mo > relaxation for me, I'm st; ack at my 2b Answer the questions below, using the conversation in 2a. 
d 10b (2) straight after the course. 7 got à i call 1 Find one example of a future form that is progressive. 
d Couple of days ago — they're desperate for 2 Find one example of a future form that is perfect. 
teachers and want me to come back. 2 | taie “ig tts 
Rosanna: Fantastic - you've got a job already! : Compete Me rue: m wit COPEN Hie | merui 
Jake: Hm — dont know if in worth embloiinat progressive IS used LO talk a bout an action that will be in 
Raiana: Cioni at a specific future 
Jake: I'm really nervous about this afternoon's jlin 4 Complete the rule: In this context, the | 
Rosanna: Don't worry — it's going to be (3) good. perfect is used to talk about an event that will be | 
Jake: What makes you so s pma before a specific in the 
Rosanna: l'veseen your lesson plan! 
Jake: | was just wondering whether | should move this 2c How do we form these two future forms? 
stage to. 
Rosanna: Dont change it — it's fine. Really. 
Jake: OK I'll leave (4) it alone. But what if | don't get 
through" 
Rosanna: What — the lesson or the course? 
Jake: The course. 
Rosanna: Stop worrying. | think ever 
(5). 
Jake: | hope so. | wonder when we'll find out. 
Rosanna: I(t says in the course guidelines. They'll send c 
(6) the results on the Monday after the course 
hnishes. 
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3 Putting it all together 4 Other futures 
3a Do one below. able, Se 4a Unscramble the words to create a correct sentence. 


4 start any race due the at 
to minute Is 


3) Read Emma's conversation with her WEST Paul, 
later that day. Choose the correct verh forms. 


EMMA | spoke to Diane. € ay Shell come to the 


Eden Project with us. 2 to opening about is the 
PAUL Oh, that’s good. Which day *will we go/are we going? begin ceremony 
EMMA Thursday. And theres a programme about it on BBC | 
on Saturday at 7.30. 
i| 3 "ll i n1 i TTE i P 1s «1 ER | 
paut We'll be having/We'll have dinner with your parents thes | 3 to year plan up next | yoga 
EMMA Oh ves, | forgot. OK, ‘i record/I m going to record it 


Shes comin 


| and Swell watch/we're watching it when we get home. take 
paut Fine. By the way, 5'm going to buy/T ll buy a video 
camera at the weekend. 1 thought it'd be nice to take 
one on holiday with us. ' 4 for go pizza shall out 
| EMMA Tina has one she never uses. Its brand new too. May be | tonight we a ? 
"she'll let/she's going to let us borrow it. 
paut Well, its worth asking. Vil give/l m giving her a ring. 
EMMA Don't worry, "Ibe seeing/l see her at my yoga class 5 imminent is their means 
tomorrow, il ask/l'm going to ask her then. I strike disagreement a 


PAUL Good idea. Anyway, where's the babysitter? The film 
"'starts/is going to start in half an hour. “We re 
missing/ We're going to miss the beginning. 

EMMA Oh, I'm sure “she'll be/she's being here soon. 


6 President to trade this 
is the the afternoon 
delegation meet 

3b What level do you think the book that this is taken from is 

aimed at? 
ions: 
1 Underline the words that indicate future time in these 


3c Name the correct future forms in the dialogue. 4b Answer these ques 


examples. 
: 2 Which example is more format than the others? 
: 5 Future dominoes 
5 
6 In groups of three or more, play future dominoes. 
T 
a 
9 
10 
11 
12 
13 


3d Match the examples in 3a to these descriptions of 
meaning. Note: There is often more than one example of 
each description. 
a personal plan or intention 
an arrangement with other people or organisations 
a decision that is made at the time of speaking 
a fixed event on a timetable, calendar, etc. 
e aprediction that is based on present evidence 
f aprediction that is not based on present evidence 
g something that will be in progress at a point in time in 
the future 
h something that will happen in the normal course of 
events, without any particular plan or intention 


ae oc w 


66 Teacher Training Essentials Theses © Cambridge University Press 2010 


20 


Summary 


Duration 


Preparatio 


Developing language awareness 


Pre-service or new in-service teachers 
60-75 minutes 


rammar: Conditional forms 


To compare and contrast the uses and meanings of the different conditional forms 


Photocopy both worksheets for all trainees. It might help to provide grammar reference books for Task 3. 


You will also need to cut up the half sentences for Task 6a from the appendix, p.122. 


Lead in 


Wrte the word ‘if’ on the board and ask trainees to think of a 


wish they have. Get them to write it on a slip of paper and put 
it into a hat or box. Pull out some wishes and read them aloud. 


Everyone has to guess whose wish it is. 


1 


ja 


Give each trainee a copy of worksheet |. Ask trainees 
to do this task alone, and then check their answers in 
pairs. Conduct feedback, writing up the sentences on 
the board. Explain that ‘iff sentences are known as 


conditional sentences. 


1 (by: ... will apply for the job. 
2 (ck... would apply for the job, 
3 (a)... would have applied for the job. 


Put trainees in pairs to complete the grid. Conduct 
feedback. 


] Samira future real 
2 Sheila future imaginary 
3 Giacomo past imaginary 


possible 
unlikely 
impossible 


a-d Put trainees in small groups to do these tasks. 
Conduct feedback. 


1 if subject + simple present + subject + ‘will’ + verb 
(base form) 
First conditional or conditional type | 
2 if + subject + simple past + subject + ‘would’ + verb 
(base form) 
Second conditional or conditional type 2 
3 if + subject + past perfect + subject + ‘would’ + have 
+ verb (past participle form) 
Third conditional or conditional type 3 
3b The conditional clause shows the condition and the 
main clause shows the result. Either clause can come 
first; the order is flexible. 
3c Other modal verbs such as might/may/could — they 
slightly reduce the certainty of the result. 
3d No, it doesn't. In the examples from Tasks | and 2, the 


present simple and the past simple both refer to future time. 


Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct leedback. 


1 first conditional = advice 2 first conditional = threat 
3 first conditional = promise 4 second conditional 
=<cTiticism 5 second conditional = advice 6 first 
conditional = warning 


4b 


6a 


6b 


D 


Ask trainees, in small groups, to discuss this question. 
Conduct feedback. 


The task suggests the importance of being aware of the 
functional meaning of these sentences. It also suggests 
the need to contextualise this language carefully. 


a and b Put trainees in small groups to do these tasks. 
Conduct feedback, pointing out that beyond the three 


basic forms, there are many variations in terms of form. 


Saltypel ZtiypeZ2 J3type3 4typel Stype2 

6 type l - the present simple is used in the result clause 
because it refers to something that is always true. This 
variation ol type 1 is known as the zero conditional. 

5b It is better to teach these examples once learners have 
a clear grasp of the three core conditional structures. 
Trving to teach them at the same time as the main 
siructures would probably cause confusion. 


Give one sentence half to each trainee from the 
appendix, p.122. Ask the trainees to find the person 


with the other half to their sentence. Conduct feedback, 


asking the trainees to mark the sentences that matched 
on their worksheets. 


lc 2e 3d 4b SI 6a 


Ask trainees, in small groups. to discuss these questions. 


With stronger groups, it might be useful to analyse the 
verb forms in each clause, 


] No, they don't, but they are all correct. 
2 It is useful for learners to learn the three main types 


sentences. However, native speakers often form 
conditional sentences, which, while correct, do not 
conform to the standard three types. Higher-level 
learners need to be made aware of this. 


* Imagine you are going to teach the third conditional to 


a group of young teenagers. What context would you 
choose? 


Grammar: Conditional forms 67 


Trainer's Notes | 


| men 


20 Grammar: Conditional forms 


1 Complete the story 


Look at this job application. 
Shiela. Giacomo and Samira all see the advert and consider applying for the job. Complete the sentences with the endings below. 


No experience necessary, ; training provided 
Applicants must have clean driving licence 
Closing date: 17 February 


1 Samira is about to take her driving test next week. If she a ... would have applied for the job. 
passes the test, she ... b ... will apply for the job. 
2 Sheila works part-time. If she wanted to work full-time, she ... C ... would apply for the job. 


3 Giacomo only saw the advert after the closing date for 
applications. If he'd seen the advert earlier, he ... 


2 What's the meaning? 
The pu below focuses on the meaning of the three 'if' sentences. Compere each box by pene the relevant guenon: 


| time period is the situation Is the sit at | 
referring tc n - the the sentence) ri re 


1 dene sentence: 
CONDITIONAL CLAUSE MAIN CLAUSE 
if + subject + simple subject + + verb ( form) 


What is the name for this kind of conditional sentence? 
2 Shelia's sentence: 


CONDITIONAL CLALISE MAIN CLAUSE 
if + subject + simple subject + + verb ( form) 


What is the name for this kind of conditional sentence? 


3 Giacomos sentence: 
CONDITIONAL CLAUSE MAIN CLAUSE 
if + subject + past , subject + + have + verb (past form) 


What is the name for this kind of conditional sentence’ 


3b In conditional sentences, which clause shows the condition? Which clause shows the result? Which clause comes first? 


3c What other verbis} can be used in the main clause of all three conditional sentences to make the outcome seem a little less 
certain? 


3d Inthe ‘if’ clause of each sentence, does the time referred to match the time label of the tense used in the clause? 
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Two conditionals — many functions 


Decide if the following sentences are examples of the first or second conditional. Then match the sentences to the functional 
labels on the right. 


. | | 
| If you put away some money in the bank now, — 
T a | ' d | Warning 
vou'll have more to spend on your holiday. 
2 | If you turn that computer on again, you'll be promise 
banned from using it for a week. 
== advice 
3 If you pay me back everything this weekend, | 
| won't mention the loan to anyone else. 
threat 
4 e \ 
li they had more up-to-date equipment, the factory 
would be a lot safer. 
criticism 
? [if you had a lie down, you'd feel a whole lot better. | 
advice 


If you don't look out, you'll trip on the doorstep. | 


What does this task tell you about other aspects of conditionals that you need to be aware of when teaching? 


Some alternatives 


For each of the examples below, decide which conditional it most closely matches — type 1, 2 or 3. 
If she's been working hard, she'll want a long holiday. 

Were he to apologise unconditionally, then all would be forgiven. 

Had it not been for the rain mid-afternoon, the whole day would have been a complete success. 
Cook me dinner and I'll help you with your essay. 

If | were to come at eight, would it be inconvenient? 

If the rain is heavy, there's always a flood at high tide. 


When would you teach these less regular conditional structures? 
Mix and match 


Your trainer will set you a task. Afterwards record the answers below. 
If youre going to paint the house yourselves ... 

If | missed the bus ... 

If they hadn't stayed up so late last night ... 

If you really are having that much trouble sleeping ... 
If they want this by the end of the day ... 

If she were a little more relaxed ... 


... then she could have won the game. 

.. then you should see a doctor. 

.. then youre going to save a lot of money. 
., they would be able to concentrate. 

... | just walked and arrived late to work. 

... theyre dreaming. 


~o ang a 


Discuss these questions: 
1 Do these examples follow the form rules in the previous tasks? Are they correct? 
2 What do these example sentences tell you about the rules for conditional sentences? 
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21 Grammar: Modality 


Summary 


Focus Developing language awareness 


Trainer's Notes | 


Aims To explore modality: its meaning, form and varieties 


Duration 


New or experienced in-service teachers 
60-75 minutes 


Preparation Photocopy both worksheets for all trainees. The sets of cards for Task 2 will need to be cut up for groups of 
three from the appendix, p.123. Copies ol face2face Upper intermediate Student's Book would be useful for Task 5. 


You may also need a phonemic chart. 


Lead in 


Get trainees to discuss the rules for the following situations: 
1 a library 2 an English-language lesson 

After the discussion, get them to reflect on the language they 

used. It is likely they used modal verbs (e.g. must, should, etc.). 


Establish that the area of meaning is obligation. 


1 Give each trainee a copy of worksheet 1. Ask trainees 
to do this task alone, and then check their answers in 
pairs. Conduct feedback by giving the answers only; 
do not explain the rules. Ask trainees to say what they 
think defines a modal verb. Move to Task 2 without 
conducting feedback. 


$3 | might 3shouldn't— 7 would 8 will 


2  Puttrainees in groups of three. Give each group a set af 
cards (shuffled) and the instructions from the appendix, 
p.123. At the end of the game, conduct feedback asking 
trainees what defines a modal verb. 


(i) Answer key in the appendix. Pure modals follow the 
form rules for modal verbs. ‘Have to’, ‘need’, ‘had better’. 
‘ought’ are not pure modals because they do not conform 
to these rules of modal form. 


3 aandb Put trainees in pairs to do these tasks. Conduct 
[eedback. 


D 3a 


I ability Zobligation 3 possibility 4 permission 

5 possibility 6 deduction 7 deduction 8 deduction 
9 (mild) obligation 10 obligation 

$b It shows that modal verbs can have more than one 
meaning. Of particular note is the way in which can can 
encompass an array of meanings and that should can be 
used for deduction as well as obligation. 


åa Give each trainee a copy of worksheet 2. Put trainees in 
pairs to do this task, Conduct feedback. 


D 1 can should be replaced by could or must. Can cannot be 
used in the affirmative when talking about probability 
! logical deduction. 
2 The concept of the utterance is ‘absence of necessity’, 
so the past of not have to should be used (we didn't have 
fà...). 
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3 While must can be used for positive logical deduction 
(almost 100 per cent sure it is true), the opposite 
(almost 100 per cent it is not true) is can f. 


Ab Trainees work alone, and then check their answers in 
pairs. Conduct feedback. 


D | ‘Must’ and ‘have to’ have very similar meanings. 

2 Example a indicates that it is not necessary to wear a 
hat, whereas example b indicates that wearing a hat is 
not allowed. 

3 Both verbs refer to past habits. Used to can be used for 
both examples. However, it is not possible to use would 
in b because this refers to a state rather than an activity. 

4 Ina the teacher is deducing from past work that 
the learners have worked hard. In b the teacher is 
instilling a sense of obligation in the learners to work 
hard in future, 


5a Ask trainees to do the task quickly and then check their 
answers in pairs. Conduct feedback. 


I Lucy is a little more sympathetic. 2 Possibility 


5b Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 


D L I might .... PI (will) ... he could ... they'll (will) ... 
he'll (will) ... FH (will) 2. Iwon't (will not) ... 
[can't ... 3 he’s bound to... he's unlikely to ... 
4 he probably will 5 a possibility 


5c Put trainees in groups to discuss these questions. 
Conduct feedback. 


G) 3 Modality in English is expressed through an array 
of different grammatical forms beyond modals and 
semi-modals. Adjectives, adverbs and nouns can all 
express modality, as can individual verbs that cannot 
be formally designated ‘modal’. 


© The strong interpersonal nature of modals of obligation 
means the wrong modal pronounced in the wrong way 
in the wrong situation can cause offence. Can you think 
of problems learners have had? How can we help them 
with this aspect of modality? 


21 Grammar: Modality 


1 What's modal? 


Which of the following underlined words are pure modal verbs? If you are not sure, guess. 


€ 
c 


They might be arriving late, so let's start eating. 

Do we have to go now? The party's just getting underway. 

It shouldn't be a difficult exam — it's all multiple-choice. 

| really need a good sleep. 

You'd better let your parents know where youre going. 

You ought to save a bit harder if you want to buy a house. 

| would never just turn up without phoning first. 

Murray will definitely be home by now — he left about an hour ago. 
It cant be Mum ringing — it's too late. 

You needn't come if you dont want to. 


2 Form chain 


Work in groups of three. Your trainer will give you a set of cards containing errors, corrections and rules. 
After the task, record the answers below. 


( She mays be late. f 


Do you can play piano? 


You should taking aspirin. 
|! They can Italian very well. | 


She must can learn it. | 


They can speak Italian very well, | 


E 


He mighted go to the cinema. - E She must be able to learn it. 
k 


She may be late. |a 


You should take an aspirin. | 


Í Can you play the piano? ` 


3 How many meanings? 


ja Sort the examples 1-10 into the meaning 


-> 


10 


| could speak Arabic fluently when | was five years old. 

| must get my hair cut. 

Campbell might just win the championship. 

Could | make a quick call? 

Even native speakers can make mistakes. 

She must have had a late night. 

The forecast says the weather should be fine all weekend. 
It can't have been Rob - he's overseas. 

You should try this sauce — it's delicious. 

| have to leave at 6 oclock. 


| They do not inflect with the -s morpheme in the 

|. 4 present simple. 
He might have gone to the cinema. ) | | — —— ^ 
he ik ! | | They cannot co-occur. | 


categories in the table below. 


| They have an inflected past form. 


Subject and verb are inverted to form a question 
(and a ‘not’ is added to form a negative). No 
auxiliary is needed. 


| They are always followed by the base form of the | 


main verb, 


3b What does Task 3a demonstrate about modal meaning? 
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~~ 21 Grammar: Modality 


4 Problems with modals 


da The examples below contain learners’ problems with 


modals. Correct the problem and identify the reason for it. 


1 Sue can have gone to the shops — she said we needed 
more milk. 


2i We ħadd a camper van so we mustnt have stayed at hotels. 


3 It mustnt be Gary at the door because he's away on 
holiday this week. 


4b Look at the following pairs of sentences and say how they 
are different in terms of meaning. 


1 a | must give Peter a ring. 
b | have to give Peter a ring. 
2 a You dont have to wear a hat. 
b You mustn't wear a hat. 
3 a | would go for long rides on my bike when | was a child. 
b | used to live in Edinburgh when | was a child. 
4 a Our teacher told us we must have worked hard. 
b Our teacher told us we had to work hard. 


5 Some teaching material 


5a Read the excerpt from unit 6B of faceZface Lipper 
Intermediate Student's Book and answer the two questions. 
1 Lucy and Don are discussing a colleague, Bruce. Who is 
more sympathetic towards Bruce? 


Look, Bruce is having a go at someone again. By 
the way, are you going to his leaving party? 


Don: | might go for a bit, 

Lucy: Yes, me too. You know, I'll miss him in some ways. 

Don: Well, you don't have much contact with him, but 
| do. And | won't be sad to see him go. He's, um, 
he's extremely difficult to work with - he doesn't 
listen to anyone 

Lucy: Yeah, | was in a meeting with him once and 


nobody could get a word in. And he's so bad- 
tempered. If he's like that in the Leeds office, he's 
bound to upset people. 

Well, he's unlikely to change his personality 
overnight. But the Leeds office isn't doing well, 
and you know, he could improve things there. 
Yes, he probably will, although | can't imagine 
they Il like him. 

| dont suppose hell worry about being popular. 
He's just ... hes not that kind of person, is he? 

| remember him saving, “I'm not here to make 
friends, I'm here to sort out the company's 
problems, And to be fair, he has. 


Don: 


Lucy: 


Don: 


5b 


5c 
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Lucy: Sure, no question about that. Is he, um, taking his 
family with him, do you know? 


Don: Well, he's likely to be there for at least a year so I'll 
be surprised if he doesn't. He's a real family man. 
Lucy: But commuting's a possibility, | suppose. He may 


not want to give up his house here. 


2 What area of modal meaning is exemplihied in the dialogue? 


Find one example of each of the following in the excerpt 
above. 

1 A modal verb in the affirmative: 

à A modal verb in the negative: 

3 Amodal adjective: 

4 A modal adverb: 

5 Amodal noun: 


Discuss these questions: 

1 How would you focus on modality in this material with a 
group of upper-intermediate learners? 

2 Compare your ideas with the extract from the 
coursebook below. 


Listening and Grammar 


a) Look at the photo. Where are the people? What do vou think Lucy and 
Don are talking about? 


bi Listen to Lucy and Don's conversation. Answer these questions, 


Why is Bruce difficult to work with? 
Why is he going to work in the Leeds office? 
How long is he going for? 
| Is Don going to apply lor Bruces job? 
5 Who does Lucy think will get the job? 
& What do Lucy and Don think will happen if Bruce comes back? 


C) Listen again. Who said these sentences, Don or Lucy? 


| Hes bound tà upset people 

2 He's unlikely to change his personality overnight. 
I| can't imagine they'll like him 
I| don't suppose hell worry about being popular 
Hes likely to be there for at least a vear 


' MODAL VERBS 
a) Look at sentences 1-5 from Lucy and Don's 
conversation. Which of the underlined modal 
verbs express future certainty (C)? Which 
express future possibility (P)? 
' 1 mighi go for a hit 
2 lll miss him in some wavs 
3 | wont be sad to see him go 
4 He could improve things 
5 He may not want to give up his house 
LEVELS OF CERTAINTY ABOUT THE FUTURE 
b) Look at the phrases in bold in 3c). Match 


sentences 1-10 to these meanings, 


a) The speaker thinks this will definitely or 
probably happen 

b) The speaker thinks this definitely or probably 
wont happen 


C) Look again at the phrases in bold in 3c]. 
Which are followed by the infinitive? Which 
are followed by subject + will + infinitive? 


d) Check in 


3 What do the examples tell us about modality? 
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Summary 


Focus Developing language awareness 


Aims To analyse the component parts of English noun phrases 


Contexts New or experienced in-service teachers 


Duration 60-75 minutes 


22 Grammar: The noun phrase 


Trainer’s Notes 


Preparation Photocopy both worksheets for all trainees, Cut up the noun phrases for Task 2b and the sentence halves for 
Task 3a from the appendix, p.124. Grammar reference books may also be needed for these tasks. 


Lead in 


Ask the trainees to reorder this text: 
the man standing in the corner wearing the three piece suit made 


of fine wool 


1a Give each trainee a copy of worksheet |. Ask trainees to 
read the two texts. Quickly confirm the answer to the 
question. 


D Yes, the texis contain the same information. 


1b Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 


once we get your deposit 

a letter that shows you are enrolled on the course 
this letter 

when vou apply for your grant ...your application ... 
there's a committee who make decisions about grants 
5 their decision is final and it cannot be challenged or 
changed in any way 


[33 bh 


7 amonth exactly ... they'll decide by the 20th of next 
month 


1C Put trainees in small groups to discuss these questions, 
Conduct feedback. 


D | Text | uses a lot more complex noun phrases. This 
means that information is packed more tightly, but 
more economically, into the text. 

2 There are two: 'a committee who makes decisions 
about grants' and 'a letter that shows you are enrolled 
in the course'. Both of these noun phrases include 
post-modifying relative clauses. 

3 In spoken language, we use more verbs and post- 
modifving relative clauses. This has the effect af 
distributing information over a longer stretch of ‘time’, 
which is likely to be a bit more ‘listener friendly". 


2d Give each trainee a copy of worksheet 2. Put trainees in 
pairs. Conduct feedback. 


G a4 b2 cl d? e6 £5 g7 


2b Put trainees in small groups. Give each group a copy of the 
words cut up from the appendix, p.124. Ask them to pul 
each noun phrase in the nght order. Conduct feedback (see 
sentences in answer key to 2c). 


ZC Ask trainees to do this task in their groups. Conduct 


feedback. 


who lives 
down the road | 


intensive | in high 
crash | school 
| chemistry 


brand new | computer | 
desktop 


revolving | in the 
floral Botanic 
| Gardens 


ja Give each trainee one sentence half from the appendix, 
p.124 and ask them to find the person who has the 
matching half. Conduct feedback asking trainees to mark 
the answers on their worksheet. 


(D lb 2d 3e 4a Sc 


3b Ask each pair to do this task. Conduct feedback. 

(4) Written language 

3  cC-e Ask trainees to do these tasks in pairs and then 
check their answers with another pair. Conduct feedback. 


(o The objects of each sentence are in bold. 
1 (She)walked unwillingly along the d 


nild [iquid)contains a t 


3f Discuss this question as a whole group. 


Yes, with higher-level learners. 


Reflection task 

* [ris sometimes said that the grammar in coursebooks 
focuses too much on verb phrases at the expense of 
noun phrases. To what extent do you agree with this? 
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22 Grammar: The noun phrase 


1 The information load 


1a Read the two texts below, one written and one spoken. Do they contain the same information? 
Text 1 


te grants RESA A firal and. tinding 
on will be made by the committee 
u month, 


Text 2 
Enrolments Officer. Once we get your deposit, we will send you a letter 
that shows you are enrolled on the course. When you 
apply for your grant, you should include this letter 
with your application. 
Applicant Who do | send the application to? 
ents Officer. There's a committee who makes decisions about grants. 
Applicant. How long does it normally take them to make a 
decision? 
Enrolments Officer. A month exactly, So if your application arrives on the 
20th, they'll decide by the 20th of next month. 
Applicant: And if | dont agree with their decision? 
Enrolments Officer: I'm afraid there's not a lot you can do. Their decision 
is final and it cannot be challenged or changed in any way. 


1b The noun phrases below come from Text 1. How is the same information conveyed in Text 2? 
1 receipt of your deposit 


2 aletter of course enrolment 

3 this letter 

4 your letter of application to the grants committee 
5 afinal and binding decision 


6 the committee members 


=f 


a calendar month 


1c Discuss these questions: 
1 Why is Text 1 shorter than Text 2 although the information is the same? 
2 Most of the noun phrases in Text 1 are three or more words long. Can you identify any noun phrases in Text 2 that are equally 
long or longer? 
3 What does this tell you about grammatical differences between written language and spoken language"? 
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22 Grammar: The noun phrase 


2 
2a 


2b 


2c 


3a 


3b 
3c 
3d 
ie 
3f 
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The composition of a noun phrase 


Study the composition of the noun phrases from Task 1 in the table below. Then match the definitions 1-7 to column headings a-g. 
A dependent element of the noun phrase that comes after the head noun. This element can fall into two categories. 
^ E noun that s the most ipsam vta eem ent ol the noun EMR 


An element that completes the meaning of the head noun. 
An element that indicates qualities and attributes of the head noun, e.g. subjective qualities or physical attributes. 


1 

2 

3 

4 A izendat lemen of the noun imde hati comes ‘before the head noun. This dinen can fal into Do ei 
5 

6 

7 Anelement that specifies which thing or person or type of person is being referred to. 


b HEAD NOUN |c POST-HEAD 


soi aud Se [of you T 
i, Las MENKALEG 


Put these jumbled noun phrases in the correct order. 
1 thethe who road down woman lives 3 computer brand new desktop your 


2 inschool intensive an course high chemistry crash 4 Gardens clock floral the the Botanic revolving in 
Put these noun phrases in the grid. 


Noun phrases working together 


Your trainer will set you a task. Afterwards, record the answers below. 


1 She walked unwillingly along upset the opposing players 
Children and pregnant women can develop | the dusty road that led to the farm 
The mild liquid contains à truly effective anti- bacterial consumer demand for high-priced electronic goods 


Researchers have noted a significant decrease in e agent that works on the stain and not on the fabric 


Are the utterances in 3a examples of spoken or written language? 

Underline the noun phrase in each sentence. 

Decide what the main verb or verb phrase in each sentence is and put a circle around its subject. 
Put a wavy line under the object in each sentence. 

Could you do this type of analysis with learners? At which level would you do this analysis? 
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23 Functional language 


Summary 


Focus 
Aims 


Contexts 
Duration 
| Preparation Photocopy both worksheets for all trainees. 


Lead in 


Trainer's Notes 


Developing language awareness 

To introduce and explore the nature of functional language 
Pre-service or new in-service teachers 

60-75 minutes 


3b Ask the groups to discuss these questions. Conduct 
feedback. 


Put trainees in groups of three. One trainee takes on the role of 


someone wanting a career in English language teaching. Another (D 
trainee gives them advice. The third trainee listens to the role 

play and writes down any expressions used to give advice. 

Conduct feedback. Different structures are likely to have been 

used for the same purpose. Explain that this kind of language. 


| My hands are covered in flour (i.e. could you get my 
mobile for me?) 

2 Both speakers in the conversation know each other 
well and a request can be implied. This shows that 
very simple statements can have functional value. 


known as functional language, will be the focus of the session. 


1a 


1b 


1c 


Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. E 


Conversation 1: f was just wondering if you'd mind awfully 


3c Put trainees in four groups to do this task. Conduct 
feedback and get trainees to act out their dialogues. 


1 Well, there's your new laptap. — asking permission, 
suggestion 


turning the radio down is too formal for family members. 2 | had no idea that I'd need to bring pen and paper. - 


Conversation 2: So l'm out of here early, ok? is too informal 


apologising, request 


for the context and would appear rude. 3 Just think about it, OK? — proposal, request 


4 I'm not going to say it again. — thireat/warnimg, request. 


Put trainees in small groups to discuss this question. 


Conduct feedback. 4 


Conversation 1: making a request 
Conversation 2: asking for permission 


Put trainees in pairs to do this task. Conduct feedback. 
Make sure trainees understand that function means the 
purpose of the language and exponent means an example 2 
af a function. 


a—C Ask trainees to work alone on Tasks 2a and b, and 
then check their answers in pairs. Then get the pairs to 
discuss the questions in 2c. Conduct feedback. 


2a 3,4. 5, L2 2b4.5,2,1.55 


2c 
l 


It would depend on how well the speaker gets on with 

their boss. Example 1 is the most neutral, but some 

people might feel comfortable using 4. 5 
Examples 3 and 4 are most likely, but example 1. which 

is reasonably neutral, might also be used between 


Examples 1 and 2 are possible given the nature ol the 
request. 

Probably 1 or 5 would be used given the nature of the 
request. 

The degree to which rwo speakers know cach other | 
and the amount of social distance between them. The * Can you foresee any problems with using functions as 
degree of imposition is also a factor. 


a and b Give each trainee a copy of worksheet 2. 
Ask trainees to do Task 4a alone, and then check their 
answers in pairs, Then get the pairs to discuss the 
questions in 4b. Conduct feedback. 


QD 4a 


about meeting for lunch? 

hy don't we meet for lunch? 

3 We could meet for lunch. 

4 Shall we meet for lunch? 

5 Let's meet lor lunch. 

4b 

|] They are all suggestions. 

2 (Exponent marked above.) Point out that learners can 
learn these stems as set phrases. 

3 Whether the base form of the verb or the -ing form 
(gerund) is used after the functional stem. 


a and b Put trainees in small groups to do these tasks. 
Ask each group to share their ideas with another group. 
Conduct feedback. 


Reflection task 

* Think about organising an entire teaching programme 
based on functional language. What kinds of learners 
might be interested in this kind of programme? 


an organising principle for a language programme? 


3a Put trainees in small groups to do this task. Conduct 


D 


T6 Functional language 


feedback. 


5, 2, 3, 6, 7, 4. 1 


23 Functional language 

1 Something strange 2 How polite? 

1a Read the two conversations below. In each conversation 2a Look at the following ways to make requests. Order them 
find one utterance that seems out of context and say why it from most direct to most polite. 
is out of context. Change it for something more appropriate. 1 Would you mind turning the radio down? 
Conversation 1 2 | hate to ask, but you couldn't possibly turn the radio 
Melissa and Harry talking about their son, Chris. down, could you? 


3 Turn the radio down! 
4 Can you turn the radio down? 
5 Would you tum the radio down, please? 


EU O° E^ 4 
VB com” | 


2b Look at the following ways to ask permission. Order them 
from most direct to most polite. 
1 Do you mind if | leave early? 
2 Canl leave early? 
3 OK with you if | leave early? 
4 | have to leave early, OK? 


Harry: What is that terrible noise? 5 Would it be possible for me to leave early? 
Melissa: It's the radio. That's what Chris calls music. l 
Harry: It's awful, and it's so loud. Why can't he turn it 2C Discuss these questions: 
down 1 Imagine you wanted your boss to turn the office radio 
Melissa: Tell him to. down. Which question from 2a would you use? 
Harry: Chris! | was just wondering if you'd mind awfully 2 Imagine you had to leave your friend's party early. Which 
turning the radio down? question from 2b would you use? 
Melissa: | dont think he can hear you. 3 If you wanted to borrow £2,000 from a friend who is not 
Conversation 2 rich, which exponent from 2a would you use? 
Angela Soames, team leader, and Steve, who works in her 4 if you wanted to borrow a relative's car for a week, which 
team. exponent from 2b would you use"? 


5 What factors affected your choice? 


| 3 Astrange request 


3a Putthe following conversation in the correct order. | 
| 1 A: OK then! | 
= ' 2 B: He said he'd phone. 
—_ UNITS [ELS 5 a 3 A Listen — that'll be him now. 
[S I Ne Ras m HA | - 4 B: The other room. 
lsu.c A C 5 A: What time's he coming? 
Steve: Excuse me, Ms Soames. | was wondering if | could 6 B: My hands are covered in flour. 
have a quick word. 7 A: Oh, where's your mobile? 
Angela: Certainly, Steve. 
Steve: Last night | developed toothache .. 3b Discuss these questions: 
Angela. Oh dear — sorry to hear that. 1 Identify the request in the conversation. 
Steve: l've managed to get a dentist s appointment this 2 Why doesn't the request follow any of the patterns in | 
alternoon Task 2a? 
Angela: That's good. 
Steve: But it’s at 3.30. So I'm out of here early, ok? ic Workin four groups. Each group should take one of the 
Angela: Yes, of course, that's fine. exponents below and think of how it could be used to 


express two different functions. Then write two short 
ee ES =e nison Ey dialogues to provide a context for each function. Act out 
In 1 a you cna nged the language in the utterances to ma Ke it more the dialogues for the rest of the group. 
appropriate, but the purpose remained the same. What was the | 
purpose (function) of what (1) Harry and (2) Steve said? Choose 1 Well, there's your new laptop. 
from the functions below: 2 | had no idea that I'd need to bring pen and paper. 
| 3 lust think about it, OK? 
4 lm not going to say it again. 


1b Discuss this question: 


apologising inviting accepting an invitation 


making a suggestion making a request 
asking for information asking for permission 


1c Can you think of examples (exponents) of the other 
functions in Task 1b? 
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23 Functional language 


4 
4a 


4b 


5a 


5b 


T8 


Function and forms 


Correct the following examples of learner errors. 
1 What about meet for lunch? 

2 Why don't us meet for lunch? 

3 We could meeting for lunch. 

4 Shall you meet for lunch? 

5 Let's meeting for lunch. 


Discuss these questions: 
1 What is the function of these utterances? 
2 In each example, underline the exponent of the functional language. 


3 Touse this language accurately, what aspect of grammar would it be useful for learners to know? 


Some material 


Look at the two coursebook excerpts. Both aim to clarify and practise suggestions at elementary level. Evaluate the material 


for a group of elementary learners in the context you are familiar with. Use the following questions as a guide. 


1 How familiar and relevant is the context ^ 
2 isthe context natural? 


3 Is the range of exponents focused on appropriate or are there too many or too few? 


4 How challenging is the material overall? 


Decide what you think is the most appropriate piece of material. 


| Work in paire Look at the Tapecript on page 173 
| Language focus 2 3 and practiese the dülngur. 
Suggestions and offers 
1 GEB Lia bday om Saturday Listen to 
her comersatson with Army without neading. What | a We make nappet Ios thn: 
ds they decide to do? Wip diat we of go our for a meat! 


^7 beta o RR 


7 inthe Rhee umbera of the missing limes in The 
gana Then Dyben again and check 


| vbr dont we all go oui Tor a real porata 
Lig uiua | phone thee restaurant and book a babie 


ES — 45 == as 


b Head Language summarses C and D on page LE. 


Practice 


ti —! 
1 à Put the words in the correct order to make 
supgexion aid offen. 


omer / a! gio | Har 

jacket | tale / 1 i yar ali? 

T NE L IER. f ier? 

burrwe ice i M'EN. 

ao | we / Why / dent / cinerea | the y toe 
another / Let's / drink | heave 

vou / ipm | cal] / 15 Se’ 

ee | Why /maeet / thet manon / don 1 at” 
TEE E--- FEN 


E I m 3 5 MN = 


b MEN Listen and check. How did Ehe other person 
anpas? Did they accept the oflermuggestian? 


| Pronunciation 


Lk arining to pa 173 Lue aqu ud | 


You dae amaii d ight cul or Ue cinema 
A irera jo apeezdirug ihe meeting af your hes 
fou meee an oki freed ia the street 

Vou are im o nestaniéürit with a fen 


a W' 8 


3 Work wah a partner Write a dialogue tor ona of 
the sfuations in exercise 2. Act E out in front of 
thet Chath. 
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absut. good idea. Td like. let's. on 


Speaking 
9 write a short. imaginary ‘What's On’ page for your town. 
Think about these things. 


td: pairs, Decide what to do this week. Use your 
"What's 0n' pages. 

Example 

B Mo, I don't libe ... Lets ... 


^ua ats tn he fu ET | 


T r 
. — pea A YET Le ~ 
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24 Discourse analysis 


Summary 


Aims 
Contexts 
Duration 


Developing language awareness 


New or experienced in-service teachers 


60-75 minutes 


Trainer's Notes | 


To introduce discourse analysis and the key linguistic features associated with this language system 


Preparation Photocopy both worksheets for all trainees. Cut up the dialogue for Task 1a from the appendix, p.125. 


t —--—— — 


Lead in 


Ask trainees to discuss this question in groups: 


Co 


1 


When focusing on new language with learners, do you 
prefer to use complete texts or sentence-level examples? 
Why? 

nduct feedback. 


a and b Put trainees in pairs and give them the cut-up 
dialogue from the appendix, p.125 to put in the correct 


order. Conduct feedback by giving each trainee a copy of 


worksheet 1 containing the answers. Then get them to 
discuss 1b in small groups. Conduct feedback. 


(i) Apart [rom understanding the overall sense (coherence) 


la 


of the conversation, we are also able to make links 
between some of the "little words’ such as if. that. there. 
These are all features of cohesion. 


Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 


$3 it = title of the professional development session there 


=the noticeboard one =the list that thing = the 
branch of linguistics that =not knowing what discourse 
analysis is the =a pen that both speakers can see do 
= need to go to the session 


2b Put trainees in pairs to do this task. (Explain that they are 


not expected to know the answers.) Conduct feedback. 


D l endophoric 2 anaphoric 3cataphoric 4 exophoric 


Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 


(D 1 Sophie and Jane - anaphoric reference 2 some kind 


3 


of place or box - exophoric reference 3 the hilltop - 
anaphoric reference 4 my husband and I - cataphoric 
reference 5 Wellington - anaphoric reference 

6 sandwich — anaphoric reference 7 the fact the 

other person is leaving - anaphoric relerence 8 seat 

- exophoric reference 9 family business going broke - 
cataphoric reference 10 one of the pens - anaphoric 


a and b Ask trainees to do Task 3a alone and then 
discuss their ideas in pairs. Put trainees in small groups 
to discuss the questions in 3b, then conduct feedback. 


D 3a The examples spell out exactly what is being referred 


to in full. As a result, they sound unnatural. 


l Yes, Leaving out language and replacing language are 
à correct and natural feature of spoken discourse. 

2 Itis more efficient. The use of pronouns and auxiliary 
verbs to substitute main verbs or nouns helps create 
cohesive ties in a text. 

3 Leaving out language is known as ellipsis; replacing 
language is known as substitution. 


3C Give each trainee a copy of worksheet 2. Put trainees 


in pairs to rewrite the conversation so it sounds more 
natural. Conduct feedback by asking a few pairs to read 
their versions. 


aandb Ask trainees to do these tasks alone, and then 
check their answers in pairs. Conduct feedback on 4a 
belore asking trainees to do 4b. 


4a 1 Firstofall 2 sothat 3 In addition 4 because 
5 Although 6 Therefore 7 inorderto 8 To sum up 
4b 1 firstofall 2 in addition 3 although 

4 therefore, because, in order to, so that 5 to sum up 


9a Ask trainees to do this task alone, and then check their 


answers in pairs. Conduct feedback, 


it = rhe issue of bioethics this = bioethics being ignored 
this = the drawbacks of bioethics one of these = reasons 
they = critics this area = bioethics this kind of topic 
=bioethics what = the kind of topic which 


5b Ask trainees to discuss these questions in pairs. Conduct 


feedback. 


As the sense relationship between sentences does not 

work, it is a difficult and [ruitless task. 

2. Grammatically the text is cohesive but ... 

3 ..it doesn't make sense. It is a random assembly of 
sentences that don't make any overall sense. 

4 In discourse analysis terms, texts are successful only 

if they are both cohesive and coferent. The text in 5a is 

arguably cvitesrve, but it is not avierent. 


Put trainees in pairs to match the terms to the 
definitions. Conduct feedback. 


le 2d 3f 4a 5g 6c 7h 8b 


eflection task 
* Think about the teaching resources you are using at the 


moment. To what extent do they focus explicitly on the 
features of discourse included in the tasks? 
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24 Discourse analysis 


1 
la 


1b 


la 
2b 


2C 


A professional development session 


Answer: 

A: Whats this afternoons professional development session 
about? 

No idea what it i5. 

Isn't it on the noticeboard over there? On the list. 
Where? Oh, you mean the blue one. 

Does it say what it is? 

Oh no. It says it's discourse analysis. 

Right, discourse analysis. That's that thing about 
sentences or something ... 

You don't know what it is, do you? 

| Well ... OK, no, actually | don't. 

Don't worry. | don't either. 

Well, that s all nght then! 

| think it's something to do with connected language. 
How do you know that? 

| think | must have read it somewhere. 

Pass me the pen - |m going to sign up. 

Could you put my name down too? 

Sure. | think | need to go to this. 

By the sound of it, we both do. 


ee ee eS 


PETERS ORE ay w 


What helped you to work out the correct order? Talk 
about specific examples of language in the dialogue. 


What refers to what? 


What do the bold words above refer to? 
Guess which words go in the gaps of the summary below. 


anaphonc exophoric cataphonc endophoric 


When words like pronouns and determiners refer to people, 
places, things and ideas inside a text this is known as 


1 reference. For example, the it in line 5 
refers to the previously mentioned /ist. This is known as 
2 reference because the it refers backwards. 


In line 6, the it refers forwards to the term discourse analysis. 
This is known as 3 reference. However, the 
there in line 3 and the the in line 15 refer to physical things in 
the real world. As such, they are considered outside the text 
This is known as 4 reference. 


Say what the underlined words are referring to and 
identify what kind of reference it is: anaphoric, cataphoric, 
exophoric. 
1 Sophie and Jane got home after midnight. They crept in 
as quietly as they could. 
2 (sign next to an arrow) Completed assignments to be 
left here. 
3 After a two-hour climb, they reached the hilltop. From 
there the view was spectacular. 


3 
3a 


3b 
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4 We met walking across a bridge. No-one believes my 
husband and | when we say how we got together. 


5 Wellington is the capital of New Zealand and has so 
much to offer, The city has a stunning harbour and is 
surrounded by rolling hills. 

6 You can have the ham sandwich or the egg sandwich. 
Which one would you like? 

7 You're leaving? | don't believe it! 

8 (sign ona bus) Please be considerate and give this seat 
up to elderly or disabled passengers. 


Pleate be considerate ang git um this | | 
| = to elderly or disabled passengers | 


LE M eee eee Se ee ee Pe "Add ifs — TTT Tee hate c BUE 
E | PR SPH hh bh cee Pe Pe ee Pe Se tie at be nak qup E REESE C CESHGEGERHE aN E ae Tee ee 
E TEPIIBRIENIIILILIILIILLILIII. bee ls ae COE OE HORBGCECERN Emob Hmm nEn T in E =T E 


9 It is going to be very hard on them all. The family 
business has gone broke. 
10 These pens are identical. Which one is yours and which 
is mine? 


When you don't want to repeat yourself 


The examples below are taken from the conversation in 

Task 1. However, they have been changed slightly. What is 

the difference between these examples and the originals? 

B: Where is the list you mentioned? Oh, you mean this list 
which is printed on blue paper. 

B: Don't worry about it. | don't know what discourse analysis 
is either. 

A: How do you know that it's something to do with 
connected language" 


Discuss these questions: 

1 Can we say that the language in the original version is 
correct? Why / why not? 

2 Why do we use these language features? 

3 Do you know or can you guess the name for these 
features of language"? 
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pe . Worksheet 2 |- 
24 Discourse analysis | 
3c Make the following conversation more natural by leaving 
out or substituting language. 
A: How about going with me to see a film at the cinema B: Arent you keen on any of the James Bond films which 
tonight? have been released so far? 
B: Yes. all right. | don't see why | shouldn't go with you to A: Mo, | prefer watching films based on stories from real life. 
see a film at thé cinema tonight. B: Yes, now | come to think about it, | suppose | also prefer 
A: you know what films are on general release at the stories from real life. We could go to the cinema together 
cinema tonight? to see that documentary about Mount Everest. 
B: How about seeing the latest film about the British spy. A: Watching that documentary about Mount Everest 
James Bond at the cinema? sounds like a better idea than going to see the latest 


A: I'd rather not see the latest film about James Bond at the James Bond film. 
cinema tonight. I'm not really fanatical about any of the 
hims about James Bond which have been released so far. 


Linking ideas 


4a In this piece of writing from a learner 
essay, the linking words are in bold. 
However, they are in the wrong place. 
Rearrange the linking words so they are 
in the correct place. 
There are a number of ways to address 
the growing problem of childhood 
obesity. 1 To sum up, children should 
eat a balanced diet 2 because they 
do not suffer from a high fat and sugar 
intake. 3 so that to dietary needs, 
children need exercise 4 although it is important for them to burn 
calories consumed during the day. 5 In order to children may do physical 
exercise at school, they can lead sedentary lives at home. 6 First of all, 7 
in addition tackle obesity in children, it is vital that we educate parents 
about the dangers involved. 8 Therefore, diet, exercise and parental 
example are the main ways to solve this problem. 


4b Match the linkers in 4a to the correct function. 


Listing 
Adding 


Conceding 


Giving a reason 
or result 


—— = 


Summarising 


Making sense of it all 


5a Read the learner text below and decide what the pronouns in bold are referring to in the previous sentence or clause. 


In this essay, I would like to examine the issue of bioethics. It is one-sided with drawbacks. This is why 
it is ignored. One example of this is that it is wonderful and complicated. However, some contend that 
it is horrible for many reasons. One of these is that they think it is a bad idea because this area causes 
negative leelings. Perhaps this can be linked to the increased investment as a consumer product. Indeed, 
this kind of product is just what many people around the world are fighting for and keen on. 


5b Discuss these questions: 


1 How easy was it to do Task 5a? 3 What's the problem? 
2 isthe text grammatically cohesive? 4 What do we call this? 
6 Key terms 


Match a term on the left with a definition on the right. 


1 cohesion a when a referring word refers forwards in a text 

2 endophoric reference b individual words or phrases that show meaning relationships between clauses or sentences 
3 exophoric reference c when unnecessary main verbs, nouns and clauses are left out 

4 cataphoric reference d when something is referred to within a text 

5 anaphoric reference e grammatical and lexical ties that hold a written or spoken text together 

6 ellipsis f when something is referred to in the real world outside a text 

7 substitution € when a referring word refers backwards in a text 

B linker h when main verbs, nouns and clauses are replaced by another small word 
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25 Methodology: Historical perspectives 


| Summary 


Focus Background to teaching 


Aims 


Contexts New or experienced in-service teachers 


Duration 75-90 minutes 


Preparation Photocopy all three worksheets for each trainee. 


Lead in 


Put trainees in small groups and ask them to discuss what 
they consider their teaching method to be and what helped 
them to develop this method. 


1a Give each trainee a copy of worksheet 1. Ask trainees to do 


1b Ask the pairs to discuss these questions. Conduct feedback. 


ja 


3b 


this task alone, and then compare their answers in pairs. 


The list of principles belongs to the Berlitz Method, a 
variation of the Direct Method dating back to the end 

of the 19th century (see pp.11-14 of Approaches and 
Methods in Lanquage Teaching by Jack C. Richards and 
Theodore 5. Rodgers, Cambridge University Press, 2001 ). 
Potential weaknesses with this approach concern an 
inefficient lack of tolerance of the learner's L1; the 
absence of extended stretches of oral language (‘a speech’) 
which may not provide acquisition opportunities; a lack 
of tolerance for error and interlanguage: and slavish 
adherence to a lesson plan which may mean the teacher 
does not respond to learners" developing needs in a lesson. 


Ask trainees to do this task alone. Then put trainees in 
small groups to compare their answers. 


Chris - Grammar-translation method 
Marina — The Silent Way 

Graham - Community language learning 
Evelyn - Total Physical Response (TPR) 


Give each trainee a copy of worksheet 2. Put trainees in 
pairs to do this task. Conduct feedback. 


Situational method — communicative approach — task- 
based language teaching / multiple intelligences (both in 
| 9905) 


Give each trainee a copy of worksheet 3. Ask trainees to 
do this task alone, and then check their answers in pairs. 
Conduct feedback. 


82 Methodology Historical perspectives 


D iki 


To provide an overview of second language teaching methods and approaches 


| During each period what were the ... 


|... Key |... alternative |... common 
methods/ 


beliefs about 
methods & 
approaches 


approaches 


Beliel that new 
methods define 
‘best practice” 
and lead to 
improvements; 
many methods 
not tested by 
rigorous study; 

| often seen as a 
way af fixing 

| second language 
learning 
problems. 


Methods no 
longer seen 
as à solution; 
considered the 
“‘post-methods 
era’: teachers 
can adapt 
“different methods 
according to 
needs. 


Silent Way; 
Natural 
Approach; 

Total Physical 
Response 


Audiolingual 
Method: 
Situational 
Method: 
Communicative 
Approach 


Content-Based 
Instruction; 
Task-Based 
Language 
Teaching 


Cooperative 
Learning: 
Whole 


Language 
Approach: 


Multiple 


ic Put trainees in small groups to discuss these questions. 
Conduct feedback. 


4 — Ask trainees to do this task in pairs and then check their 


answers with another pair. Conduct feedback. 


A, d(CA) 21(AM)JT(CA) 3n (AM), j (CA) 
4mi(AM)e(CA) Sa(AM)j,I1 (CA) 6h (AM), c (CA) 
7b (AM), g (CA) 


teflection task 

* Think about your teaching over the past month. What 
different tasks can you relate back to some of the 
methodologies mentioned? For example, ‘T quite often 
drilled new vocabulary with my learners. That relates to 
the Audiolingual Approach.' 

* How varied is your teaching in terms ol different 
techniques you use? Is it too varied or is it dictated by 
the coursebook you are using? Can you afford to offer 
your learners more variety in terms of methodology? 


AAA AAT 


m i 
| 


Some key principles 


Read these key principles for second language teaching. 
Tick (v) the ones you agree with or currently use in your 
classroom practice. 

Mever translate: demonstrate 

Mever explain: act 

Never make a speech: ask questions 

Never imitate mistakes: correct 

. Never speak with single words: use sentences 
Never speak too much: make students speak much 
Mever use the book: use your lesson plan 

| Never jump around: follow your plan 

Never go too fast: keep to the pace of the student 
Never speak too slowly: speak normally 

11 Mever speak too quickly: speak naturally 

12 Never speak too loudly: speak naturally 


13 Never be impatient: take it easy 
(cited in Titone 1968: 100-1 
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Discuss these questions: 

1 Do you know a specific methodology associated with 
these principles? 

2 What era in the history of second language teaching do 
you think the principles belong to? 

3 Can you see any problems with the implementation of 
these principles? 


2 Some language learning experiences 


Read the four descriptions of second language learning 

below. Answer the following questions: 

1 Do you know the name for the approach described by 
each person? 

2 Dothey mention any specific techniques that you 
currently use yourself ? 

3 Which method sounds the most interesting to you? 


Chris — learning German 

| remember our teacher at secondary school — Frau Linthe. 
She was very academic and really made us focus on the 
grammar. We spent a lot of time translating between English 
and German and she would get a bit angry when we made 
mistakes, She spoke English with a very strong German 
accent and we used to joke about it behind her back. | guess 
| was an average German-language student, but when | 
ended up living in Germany some years later a lot of what 

| learnt with Frau Linthe came back to me and | eventually 
managed to speak the language fairly well. 
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Marina — learning Tamil 

The lessons weren't what I'd expected at all. Instead of 

using dialogues and practising them, our teacher, Raja, used 
Cuisenaire rods, those little bits of wood with different colours. 
The rods represented different sounds and then we built this up 
into a word. In fact, the first word we learnt was rod' and then 
we moved on to learning the colours. | found the pronunciation 
quite hard and | kept making mistakes. The terrible thing was 
when | made a mistake, the teacher wouldn't say anything — 
just silence. But | always knew there was something | wasnt 
doing right. It was very unnerving. Still, the good thing was we 
were forced to use only Tamil right from the beginning. 


Graham — learning Arabic 

| thought this way of learning was quite novel. Our teacher, 
Ahmed, used a voice recorder and there was a microphone 
that we'd pass around, We'd sort of tell him what we wanted 
to say in Arabic and he'd translate it for us. Wed then record 
the phrase in Arabic and phrase-by-phrase build it up into 

a dialogue. Then Ahmed would give us a transcript of the 
dialogue to study, Of course, all this was in Roman script — 
we didn't study the Arabic alphabet. Still, these lessons really 
helped me get by when | was working in the Middle East. 


Evelyn — learning Spanish 

| never thought that learning a second language would be 
like going to the gym. | was in this class of beginners and we 
more or less had to do everything that we said. So the first 
expressions we learnt were commands like ‘open the door 
and ‘close your book’, Carlos, our teacher, would repeat 
these phrases about a hundred times and we would have to 
perform the actions with him, then wed say the words. | guess 
it was better than studying grammar, but sometimes it felt a 
little silly. l'd also expected that the teacher would make me 
speak, but we didn't have to say anything if we dian t want to. 
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3 Reading 

3a Before reading the text below, predict the correct historical order for the following methods and approaches: 
Situational Method Multiple Intelligences Communicative Approach Task-based Language Teaching 
Now read the text and find out the correct order. 


The methods era 
One of the lasting legacies of the Direct Method was the notion of “method” itself. The controversy over the Direct 
Method was the first of many debates aver how second and foreign languages should be taught. The history of language 
teaching throughout much of the twentieth century saw the rise and fall of a variety of language teaching approaches 
and methods, the major examples of which are described in this book. Common to most of them are the following 
assumptions: 
— An approach or method refers to a theoretically consistent set of teaching procedures that define best practice in 

| — language teaching. 

| — Particular approaches and methods, if followed precisely, will lead to more effective levels of language learning than 

alternative ways of teaching. 

- The quality of language teaching will improve if teachers use the best available approaches and methods. 


The different teaching approaches and methods that emerged in the last 60 or so years, while often having very 
different characteristics in terms of goals, assumptions about how a second language is learned, and preferred teaching | 
techniques, have in common the belief that if language learning is to be improved, it will come about through changes 
and improvements in teaching methodology. This notion has been reinforced by professional organizations that endorse 
particular teaching approaches and methods, by academics who support some and reject others, by publishers who 
produce and sell textbooks based on the latest teaching approaches and methods, and by teachers who are constantly 
looking for the “best” method of teaching a language. Lange comments: 


Foreign language teacher development ... has a basic orientation to methods of teaching. Unfortunately, the latest 
bandwagon "methodologies" come into prominence without much study of understanding, particularly those that appear 
easier to immediately apply in the classroom or those that are supported by a particular “guru . Although 

concern for method is certainly not a new issue, the current attraction to "method" stems from the late 19505, when 
foreign language teachers were falsely led to believe that there was a method to remedy the "language teaching and 
learning problems”. (1990: 253) 


The most active period in the history of approaches and methods was from the 1950s to the 1980s. The 1950s and 
1960s saw the emergence of the Audiolingual Method and the Situational Method, which were both superseded by 

the Communicative Approach. During the same period, other methods attracted smaller but « qually enthusiastic 
followers, including the Silent Way, the Natural Approach, and Total Physical Response. In the 1990s, Content-Based 
Instruction and Task-Based Language Teaching emerged as new approaches to language teaching as did movements 
such as Competency-Based instruction that focus on the outcomes of learning rather than methods of teaching. Other 
approaches, such as Cooperative Learning, Whole Language Approach, and Multiple Intelligences, originally developed 
in general education, have been extended to second language settings. These approaches and methods are discussed in 
Parts II and III of this book. By the 1990s, however, many applied linguists and language teachers moved away from a 
belief that newer and better approaches and methods are the solution ro problems in language teaching. Alternative ways 
of understanding the nature of language teaching have emerged that are sometimes viewed as characterizing the "post- 
methods era". These are discussed in the final chapter of this book. 


Despite the changing status of approaches and methods in language teaching, the study of past and present teaching 

methods continues to form a significant component of teacher preparation programs. The reasons for this are the 

following: 

— The study of approaches and methods provides teachers with a view of how the field of language teaching has evolved. 

— Approaches and methods can be studied not as prescriptions for how to teach but as a source of well-used practices, 
which teachers can adapt and implement based on their own needs. 

— Experience in using different teaching approaches and methods can provide teachers with basic teaching skills that they 
can later add to or supplement as they develop teaching experience. 


in teacher preparation progr: 


a E 


Richards, |. C. & Rodgers, T. S. (2001) Approaches and Methods in Language Teaching, 2nd ed., Cambridge: 
Cambridge University Press. pp. 14—16. 
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25 Methodology: Historical perspectives - 


3b Read the text wm and complete the *ellowind grid. 


... common beliefs about 


1950s - 19805 


19905 — present 


3c Discuss these questions: 
1 vou feel methodology is a ‘problem’ that you need to solve? Why / why not? 
2 What changes or improvements have you made to your own methodology since you began teaching? To what extent were 
these changes associated with an investigation of a new method or approach? 
3 Do you agree that second language teachers are now in a post-methods era ? Why / why not? 
4 To what extent do you think coursebooks dictate the method used by the teacher? 


4 Two methods in contrast 
Use the ideas a-n to complete the table below that contrasts the Audiolingual Method with the Communicative Approach. 


a Voice recorder and audio-visual material are frequently used. 

b The lesson takes place in lockstep. 

c Information-gap tasks are frequently used. 

d Communicative competence. 

e Learners negotiate meaning and the teacher facilitates the 
learning process. 

f Behaviourism (stimulus — response — reinforcement). 

There is a lot of learner-centred interaction 

h Modelling and drilling are central. 

i Learners learn when engaged with meaningful language in 
meaningful contexts. 

j Functional, notional and interactional. 

k Structural linguistics. 

| Avariety of coursebooks Is used. 

m Learners respond to linguistic stimuli and the teacher directs the 
learning process. 

n Key items are: phonology, morphology and syntax. 


| Communicative 
1 Theory of language 
2 Theory of language learning 
3 syllabus 
‘ Learner and teacher roles 
5 Instructional materials 


6 Classroom techniques 


A Classroom practice 
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26 Second Language Acquisition (SLA) 


Summary 


Focus Background to teaching 


Trainer’s Notes 


Aims To provide an overview of Second Language Acquisition (SLA) and key concepts associated with it 


Contexts New or experienced in-service teachers 
Duration = 75-90 minutes 


Lead in 


If you speak a second language, lead in by speaking about 
your own acquisition/learning experience(s). Put trainees 
in pairs or small groups to discuss their second language 
learning/acquisition experiences. 


1 Give each trainee a copy of worksheet 1. Ask trainees to 
read the profiles alone, and then discuss the question in 
pairs. Conduct feedback. 


(i) Chan Hee: It is likely that Chan Hee has native-speaker 
level competence in English. However, some children 
who change countries and languages can still have 
accuracy issues when they are adults. One factor that 
can mitigate against this is whether the child has some 
degree of English language support while they integrate 
into the new school. 

Mona: She probably has a very high level of proficiency 
in English. It is unlikely (though certainly not 
impossible) that she has native-speaker-level ability 
given that she has never visited or lived in an English- 
speaking country. 

Bogdan: He is probably very communicative in English 
and quite idiomatic, but given that he has, in effect, 
picked up English as an adult, he may not be entirely 
accurate and it is possible he may not write English well 
at all. 


è = Indicate that these are key terms associated with SLA. 
Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback and explain that the 
words appear in the text in the next task. 


D lb 2e 3d 4c Sa 


3a Give cach trainee a copy of worksheet 2. Encourage 
trainees to gist read to find the answer, and set a time 
limit. Conduct feedback. 


(D No, having considered different aspects of this argument, 
he indicates that the distinction is not always clear and that 
learners can always reflect on implicit language knowledge 
and transform it into explicit language knowledge, 


3b Give each trainee a copy of worksheet 3. Ask trainees to 
read the text again and do this task alone. Allow trainees 
plenty of time to read the text closely to fully understand 
it. Fut trainees in pairs to check answers. Conduct 
fecdback. 


86 Second Language Acquisition (SLA) 


| Preparation Photocopy all three worksheets for each trainee. 


3d 


a4 bó cl d5 e2 [7 gj 
Fut trainees in groups to discuss this question. Conduct 
feedback. 


Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 


There may be some room for discussion. Answers given 


å 


are for guidance only. 
s highly likely ? possibly — X less likely 


Lots of acquisition 
opportunities 


Incidental learning 


Conscious learning 


A lot of implicit 
English language 
knowledge 


Alot of explicit 
English language 
, knowledge 


Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 


Promote language | Provide language- 


noticing —— :quisition opportunities 


lection task 


How evenly balanced are your lessons in terms of 
noticing opportunities and acquisition apportunities ? 


Do you feel like you need to alter the balance? Why / 


why not? 
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26 Second Language bainieitios (SLA 


1 Learner profiles 


1a Read the three profiles of second language learners. How effectively do you think each person communicates in English? 


| 


Chan Hee - L1 Korean 


Chan Hee moved permanently from his native Korea to Australia when 

he was eight years old, with very basic English. As soon as he arrived, he 
attended a mainstream primary school and had English language support 
lessons for the first six months at the school. He is now 14 years old and 
studving at secondary school. He still speaks Korean with family members, 
but he feels uncomfortable with his first language when he goes back to 
Korea on holiday. 


Mona - L1 Arabic 

Mona started learning English at primary school. She was a 
very capable student and did well in English throughout her 
primary and secondary schooling. She decided to major in 
English language and literature at university. She now works 
as an English language teacher in an Egyptian secondary 
school and tries to pass on her passion for the language to 
her learners, She takes any opportunity to practise English 
with native speakers she meets in Cairo. 


Bogdan - L1 Russian 

Bogdan began studying English at high school, but felt that this study was 
largely a waste of time. He studied sports science at university for three 
years, but during that time he didn't study English. After university, he 
met an English woman, Hannah, who was living and working in Russia. 
Hannah spoke Russian well, so they always spoke Russian together. 
When Hannah returned to live in England, Bogdan followed her, At the 
beginning it was hard coping with life and language, but Bogdan soon 
picked up English by ear and began working as a gym instructor. After 
many years, he eventually married Hannah and is now settled in England. 


2 Key terms 
Match the terms on the left with the definitions on the right. 


^ implicit knowlec edge wher a second 'anguage learner notes L2 language features in what they hear | or read | 


| knowing a language without necessarily knowing the rules of that language 


2 explicit knowledge 


when à learner hears or reads language and makes sense of it without worrying about 


| 3 skill-building theory 
linguistic form 


the concept of developing language ability by actively practising what has been learnt 
to the point where it becomes auto matic 


4 input processing 


| 5 noticing E knowing the rules of a language and the way in which vit works 
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3 Reading 


3a Read the article on SLA and the role of conscious learning by Rod Ellis. Does Rod Ellis agree with Stephen Krashen's 
assertion that explicit and implicit knowledge are entirely independent of one another? 


The role of consciousness in L2 acquisition 


1 When children acquire their L1 they seem to do so without conscious effort. In contrast, L2 learners, especially adults, 
seem to have to work hard and to study the language consciously in order to succeed. This comparison is not entirely 
accurate, however, for L2 learners, even adult ones, are also capable of ‘picking up’ language in much the same way as 
children do in L1 acquisition. At stake here is one of the most controversial issues in SLA — the role of consciousness. 


2 Two opposing positions can be identified. Stephen Krashen has argued the need to distinguish ‘acquired 
2 knowledge (i.e. implicit knowledge of the language) and ‘learned’ L2 knowledge (i.e. explicit knowledge 

about language). He claims that the former is developed subconsciously through comprehending input while 
communicating, while the latter is developed consciously through deliberate study of the L2. However, as we 
will shortly see, this claim is controversial. So, too, is Krashens claim that the rwo knowledge systems are entirely || 
independent of one another and that ‘learned’ knowledge can never be converted into ‘acquired’ knowledge. This 
contradicts skill-building theories of L2 acquisition, according to which learners can achieve grammatical accuracy hy 
automatizing ‘learned’ knowledge through practice. 


3 Richard Schmidt has pointed our that the term ‘consciousness’ is often used very loosely in SLA and argues that there 
is a need to standardize the concepts that underlie its use. For example, he distinguishes between consciousness as 
‘intentionality’ and consciousness as ‘attention’, ‘Intentionality’ refers to whether a learner makes a conscious and 
deliberate decision to learn some L2 knowledge. It contrasts with the ‘incidental learning’, which takes place when 
learners pick up L2 knowledge through exposure. Schmidt argues that no matter whether learning is intentional or 
incidental, it involves conscious attention to features in input. 


4 This distinction is important and helpful. It helps us to see that when Krashen talks about ‘acquisition’ being 
‘incidental’ and ‘subconscious’ he has failed to recognize that ‘incidental’ acquisition might in fact still involve some 
degree of conscious ‘attention to input. In other words, learning incidentally is not the same as learning without 
conscious attention. 


5 There are, in fact, very different positions regarding the need for conscious attention in L2 acquisition. Schmidt 
argues that learning cannot take place without what he calls noticing — the process of attending consciously to- 
linguistic features in the input. He provides evidence of the importance of noticing in a study of his own acquisition 
of Portuguese when he was in Brazil. Schmidt kept a diary, recording the various L2 features he noticed in the input 
he experienced. Subsequent analyses of his output showed that in nearly every case the forms that he produced were 
those that he had previously noticed people using when they spoke to him. At best, however, this constitutes limited 
evidence of the need for conscious attention, Orher researchers, not least Krashen, have resisted the claim that input 
processing involves noticing. 


6 Schmidt also points to a third sense in which we can talk about consciousness in language learning. He uses the term 
‘awareness’ to refer to whether learners are conscious of acquiring new L2 elements (i.c. of when ‘intake is converted 
into L2 knowledge). The possibility of learning taking place implicitly in this way is even more hotly disputed. 
According to some psychologists, learners can achieve long-term storage of complex material through implicit learning. 
That is, they can learn without awareness and without consciously testing hypotheses. However, other psychologists 
have disputed this, arguing that the learning which has taken place only appears to be implicit but, in fact, learners are 
aware of what they are learning. 


7 Irrespective of whether learners learn implicitly or explicitly, it is widely accepted that they can acquire different kinds 
of knowledge. It is perhaps self evident that all language users, including L2 learners, &noiw rules that guide their 
performance without any awareness of what the rules consist of. Of course, they can always reflect on this implicit 
knowledge, thus making it explicit. It is also clear that L2 learners may have knowledge about the L2 (i.e. explicit 
knowledge) but be unable to use this knowledge in performance without conscious attention. 


— — 


M 


Ellis, R. (1997) Second Language Acquisition, Oxford: Oxford University Press. pp.54—56. 
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3b Read the article again and match the summaries a-g to the paragraphs. 
Which paragraph ... 


a ... points out that incidental learning does not e ... introduces two means of second language 
automatically mean that learners are not sometimes development: one that involves ‘picking it up without 
conscious of form? worrying about grammar; the second that involves 

b ... discusses disagreement between psychologists consciously studying grammar rules as a way of learning 
whether information, e.g. language, will be remembered an L2? 
long term if learners are not conscious of what they are f ... argues that L2 learners use both conscious and 
learning? unconscious knowledge about the target language 

Cc ... outlines that the degree to which children and adults E ...clarifies key terms associated with the concept of 
are conscious of acquiring first and second languages I5 a consciousness by considering the role played by the 
hotly debated issue learner's own will to learn something? 


d ... puts forward the idea that paying some kind of 
attention to the language heard or read results in more 
effective learning? 


3c Think about your experiences as a second language learner and teacher. What points of view do you agree with or disagree 
with in the article? Discuss your ideas in small g 


3d Complete the grid for the learners described in Task 1, using the symbols below. 
/ highly likely 7 possibly X less likely 


4 Noticing vs. acquisition 


Sort the following classroom tasks a-h into those that promote language noticing and those that provide language acquisition 
x hepsi 

informal chat at the beginning of the lesson 

concept checking the meaning of new vocabulary items 
grammar gap-fill practice tasks 

oral fluency practice with role plays 

grammiar-analysis tasks 

showing part of a film on DVD 

listening to a song 

controlled oral language practice dialogues 


sm "^05 noo urum 
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Summary 


Focus Background to teaching 

Aims To introduce the field of sociolinguistics and key terminology associated with it 
Contexts New or experienced in-service teachers 

Duration 75-90 minutes 


Lead in 

Put trainees in small groups and ask them to discuss these 

questions: 

* How many different people have you communicated with 
today either by speaking or writing? What variations, if 
any, did you make to the language you used? 

* Why did/didn't you vary your language? 


Conduct feedback, eliciting examples from the trainees. 
1 aandb Ask trainees to do la alone and then check 


their answers in small groups. Ask trainees to then 
discuss the questions in 1b. Conduct feedback. 


la 

1 man/husband and wife — wedding ceremony 
2 remain silent — police arrest language 

3 an emergency - plane salety announcement 
4 vou can't refuse — the film The Godfather 

5 your glasses = toast at a wedding reception 

6 reasonable doubt — à trial 


b The expressions are set phrases associated with specific 
situations and contexts in society, all of which have 
typical language that we are able to recognise. 


2 Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 


True: 1, 2, 5, 6, 8 

Emphasise the fact that all the wrong answers have a 
prescriptive element to them. Point out that description 
rather than prescription is at the heart of sociolinguistics. 


3  Puttrainees in small groups to discuss these questions. 
Explain that you don't expect them to know the answers 
and that vou will return to these questions after reading 
the text. Conduct feedback, but do not give definite 
answers. 


Allow trainees time to read the text, and then check 
their answers in pairs. Conduct feedback. 


3 


Put trainees in pairs to do this task. Conduct feedback. 


l domain 2style 3gender 4 register 
5language variety 6 gender 7 jargon 


ác Ask trainees to discuss the questions from Task 3 again in 
small groups. Conduct feedback. 


90 Sociolinguistic perspectives 


ation Photocopy all three worksheets for each trainee. 


 Trainer's Notes | 


Style refers to level of formality; register refers to 
language (both vocabulary and grammar) used by 
speakers (or writers) to talk about something specific 
in a specific context; jargon is terminology (usually 
lexical) connected with specific professions, hobbies 
and sports groups. 

2 A language variety is a general term to talk about 
different kinds of language used in particular contexts 
or settings. A domain is a more specific term connected 
to particular situations, e.g. ‘home’ or ‘work’ where 
who vou talk to and what you talk about determines 
the kind of language used. 

3 The first meaning of gender relates to the ways in 

which men and women use language differently; the 

second use of the term (not mentioned in the text) 
refers to noun categories in certain languages, Le. 
whether they are of masculine or feminine gender. 


4 dande Put trainees in pairs to do these tasks. Conduct 
feedback. 


dic 2a 3c 4b 5b 6a 
de 1 Trainees can suggest any term, e.g. concept 
checking, activating schemata, lead in, gist reading. etc. 


5 aandb Put trainees in small groups to do these tasks. 
Conduct feedback. 


Sa Study: The language is likely to be neutral, but the 
learner may use polite language if making requests for 
information. There is likely to be some academic jargon 
related to the content of the essay. 

Leisure: The rivals are likely to know each other, so 

their communication is likely to be direct and possibly 
aggressive. However, it might also be good-natured and 
teasing, and more sportsmanlike. 

Sales: Because the topic of the conversation is delicate, 
both speakers may blend familiarity with tentativeness so 
that friendly relations are maintained. However, if they 
are very good friends and used to being direct with each 
other, they may get straight to the point. 

Bureaucracy: The language of the asylum seeker may range 
considerably from assertive and perhaps demanding to 
being ingratiating and hoping to create a good impression. 
The immigration officer will be trying to maintain a neutral 
stance, but using a firm and direct style of language that 
represents the prevailing government policy. 


Reflection task 

*» To what degree do you feel you take account of 
sociolinguistic issues that concern language varieties in 
vour day-to-day teaching? 


27 Sociolinguistic perspectives 


1 What comes next...? 


1a Complete the following statements with two or three words. 
1 | now pronounce you 
2 You have the right to 
3 Inthe unlikely event of 
4 I'm going to make you an offer 
5 
6 


Ladies and gentlemen, raise 
You must decide if he is guilty beyond 


1b Discuss these questions: 
1 Where do these phrases come from? 
2 Why are you able to recognise and complete the phrases? 


2 What does a sociolinguist do? 


Which of the following statements are true when describing the work of a sociolinguist? 


(e 


Job description 


is interested in the role between language and society 


is aware that many societal behaviours and patterns are 
linguistic | 


ranks native speakers from most proficient to least proficient 
encourages native speakers to alter their linguistic patterns 


examines the way in which speakers convey social meaning 


o no b Qo 


te ted eee 


looks at the relationship between social structures and the 
language that is used within these structures 


tries to break down social structures so that native speakers 
are linguistically consistent 


4 


is interested in the relationship between language forms and 
different contexts 
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3 Key terms 


3 Discuss these questions: 
1 What do you think is the difference in meaning between the following terms: style, register and jargon? 
2 What do you think is the difference in meaning between a language variety and a domain? 
3 Inthe context of sociolinguistics the term gender has two meanings. What do you think they are? 


4 Reading 


4a Read the excerpt on sociolinguistics by Bernard Spolsky in worksheet 2 and choose the best answer. 


EJ 
—— | 
-— j 
— | 
-— 
—À 
— 
— 
-— 
— | 
— | 
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This excerpt looks at ... 

1 ... how family contexts affect language use. 

2 ... how different social groups vary the formality of the language they use. 
3 ... how language changes according to social context. 
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Styles 

[...] 

A first useful explanation is provided by the notion of style and the related dimension of formality. At times, we are more careful, and 
at times we are more relaxed in our speech or writing, just as at times we are more careful or more relaxed in other kinds of behaviour, 
like how we dress or eat. This varying level of attention to variety forms a natural continuum, the various levels of which can be divided 
up in different ways. Each language has its own way of doing this: some, like Javanese or Japanese, have a finely graded set of levels, 
marked specifically in morphological and lexical choice. 


[...] 
Specialised varieties or register and domains 
[+++] 


A third set of variations concerns the special variety (or register) especially marked by a special set of vocabulary (technical 
terminology) associated with a profession or occupation or other defined social group and forming part of its jargon or in-group 
variety. People who work at a particular trade or occupation develop new terms for new concepts. Phrases like hacking and surfing the 
net have no obvious meaning to those who are not keeping up with the computer revolution. Terms like sticky wicket and hit for a six 
are understood best by people with some experience of cricket. 

A specialised jargon serves not just to label new and needed concepts, but to establish bonds berween members of the in-group and 
enforce boundaries for outsiders. If you cannot understand my jargon, you dont belong to my group. (You might have noticed how in 
this series of books, the writers are careful to identify new terms by putting them in bold, and to explain them in a glossary, all to make 
it easier for the novice reader to join the group of experts.) 

Australian aboriginal secret societies developed their own special forms of language. Thieves and underworld | jargons (sometimes 
called cant) are another example. The goal of these was often to make it hard for the outsider to understand conversations. This is not 
limited to the underworld. In Alsace, where the fact that so many people knew German made Yiddish more widely understandable, 
Jewish horse traders were reported to have used a great number of Hebrew terms for numbers and parts of a horse so as to keep their 
language secret. In the course of time, these terms might get known by all professionals in the field, and form part of the register of 
horse-traders. Gangs and other closed peer groups often develop their own forms of jargon to serve as markers of group membership 
and also to make their speech less intelligible to outsiders. 

Dialects, styles, and registers as we have presented them are ways of labelling varieties of language. 
classification is the linguistic variation, which we attempt to explain by associating it with a specific set of social features. We might 
choose to work in the reverse direction, by classifying social situations, and then naming the variety that is suitable for it. A register ts 
a variety of language most likely to be used in a specific situation and with particular roles and statuses involved. Examples might be a 
toast at a wedding, sports broadcast, or talking to a baby. 

[5i] 

A useful way of classifying social situations is to analyse them into three defining characteristics: place, role-relationship and topic. 
Together, these make up a set of typical domains. One common domain is home. Domains are named usually for a place or an activity 
in it. Home, then, is the place, The role-relationships associated with ome (the people likely to be involved in speech events) include 
family members (mother, father, son, daughter, grandmother, baby) and visitors. There are a suitable set of topics (depending on the 
cultural pattern) such as activities of the family, news about family members, the meal, the household. A particular variety of language 
is appropriate to the domain. In a multilingual community, different languages may well be considered for different domains. In a 
multilingual family, different role-relationships might involve different language choice, For instance, husband and wife might use one 
language to each other, but father and children might use another. 

Another common domain is work. The place might be a factory or an office or a store. The role-relationships include boss, 
worker, colleague, customer, foreman, client, to mention just a few. The topics are work-related. Now we can understand some of the 


sociolinguistic complexity that occurs when two people who have one role-relationship at home (such as father and son) have another 
at work (boss and worker, for instance). When they speak, they can choose a register or language variety to show which relationship i5 
dominant at the time. 


Spolsky, B. (1998) Sociolinguistics, Oxford: Oxford University Press. pp.31—35. 


4b Below are definitions for all the terms in Task 3. Can you match the terms to the definitions? 
1 This is a social situation where the place, the participant roles and the subject of conversation are all defined. .. 
2 This concerns the level of linguistic formality used by speakers in different situations. 
3 This is a grammatical class, for example, some nouns in languages can belong to one class or another. 
4 All the language used by a specific group of speakers, for example, colleagues, members of a sports team in a specific context. 


5 Amore general term used to indicate any language that can be identified in a particular way. 
6 Noticeable differences in the kind of language used by men and women. 
7 Specific language, particularly vocabulary, usually associated with a particular field of work or social group. 


4c Look at Task 3 again. Discuss the questions again. 
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27 Sociolinguistic perspectives 


4d Choose the best answer a-c for each statement/question 1-6 in relation to the information in the text. 
1 In any language, the formality continuum ... 
a hasvery similar ways of dividing up language. 
b contains more examples of language at the relaxed end of the continuum. 
c is made up of different word forms and kinds of words. 
2 Language registers are associated with ... 
a dilferent groups of people in society. 
b mostly different workplaces. 
c groups that take part in social activities such as sports or hobbies. 
3 Jargon can help to ... 
a welcome new members into an in-group. 
b educate readers of academic literature. 
c forge links between members of specific social groups. 
4 The most appropriate way to define language variety i5 ... 
a tocrack the unintelligible code used by some groups in society. 
b to either link language to social features or to define a social situation and outline language associated with it. 
c to define the roles people take in social events and brainstorm examples of language typically used at those events. 
5 Which of the following can be labelled as a domain"? 
a two people talking at a bus stop 
b two friends discussing their love lives in a restaurant 
c two colleagues having a chat 
6 [he writer makes the point that... 
a arelationship change brought about by a change of place will probably result in a change of language. 
b role-relationships do not tend to vary when the place of a conversation changes. 
€ the dominant partner in a role-relationship determines what register will be used by the two speakers. 
4e Discuss these questions: 
1 What jargon can you think of associated with English language teaching methodology? Think of two or three examples. 
2 lsthere any jargon or a register that you are familiar with that is not associated with your job? 
3 Can you think of a specific domain that you have participated in at some stage in the past week? Give an example. 
4 Do you belong to a family or know of any families that is/are multilingual and use(s) different languages for different domains? 


5 Different domains 


5a Four different domains are listed below. For each one, a place, role-relationship and topic are indicated. Work in groups and 
decide what kind of language would be used in each domain. 


| Language: 


Leisure Athletics club Two rivals 


Language: 


Language: 


University 


Shop assistant and customer 
| who are also good friends 


— 8 0 0 


| Faulty MP3 player bought in 
| shop 


Asylum seeker's application 
to remain 


Immigration officer and 
asylum seeker 


Bureaucracy Immigration office 


| 


| Language: 


5b For each domain, change one of the characteristics (place, role-relationship, topic). How does the language used change? 
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Summary 


Aims 
Contexts 
Duration 


Background to teaching 

To explore the spread of global English 
New or experienced in-service teachers 
73-90 minutes 


Preparation Photocopy all three worksheets for each trainee. Cut up the role cards for Task 4a from the appendix, p.126. 


Lead in 


Ask trainees to discuss in pairs: 

* What language/dialect did vou speak as a child? 

* Do you believe there is a standard version of English? 
Conduct feedback. 

la Give each trainee a copy of worksheet 1. Ask trainees to 


do this task alone, and then check their answers in pairs. 
Conduct feedback. 


E ib Zb 3a 4a Sa 6b 7b Ba 


1b Put trainees in small groups to discuss these questions. 
Conduct feedback. 


i itis mostly considered a native variety. 

2 Itis considered a Creole because it is now learned as à 
mother tongue. 

3 This can vary depending on individual contexts. 

Generally speaking, first names are used in Australia 

and in New Zealand. In the UK and the USA, speakers 

may use a mix of first names and family names with 

the title Mr, Mrs, Ms or Miss. 


2a Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 


D Inner Circle: New Zealand, Canada 
Outer Circle: Nigeria, Philippines, Singapore, Malaysia, 
Pakistan 
Expanding circle: Italy, Korea, Russia 


2b Put trainees into small groups to discuss this question. 
Conduct feedback. 


The distinctions are reasonably clear with the examples 
above. However, is South Africa with its varied linguistic 
history an Inner or Outer Circle country? Most Outer 
Circle countries have a colonial history. 


3a Give each trainee a copy of worksheet 2. Ask trainees to 
do this task alone. Allow trainees time to read the text. 


Put trainees in pairs to check answers. Conduct feedback. 


D i 


94 World Englishes 


3b Give each trainee a copy of worksheet 3. Ask trainees to 
do this task alone. Conduct feedback. 


Spread of English due to: 

] Imperialism/linguicism 

2 desire of people to learn English because of its utility. 

Evidence of 1: 

Anglo varieties of written English are offen considered superior. 

Evidence of 2: 

People worldwide seek out opportunities to learn English. 

Evidence of the inlluence ol both arguments: 

* people need to learn English as an international language 
but fear threat to local languages and culture 

"local Englishes reflect local culture and ways of thinking 

* knowledge of Chinese culture has been spread through 
translations in English 

* in the future, Western values are likely to be challenged 

ie medium of English 

e Monomodel English: Single, homogeneous variety of 
English — intermational language 

+ Polymodel English: Assumes English is variable 
(acquisition, function, context) 


4a Give half the trainees role card A, and hall the trainees 
role card B from the appendix, p.126. Put them in groups 
with trainees who have the same role card, to discuss 
what they will say. 


4b Pur trainees in A and B pairs to act out the role play. 


5 Put trainees into small groups to discuss these questions. 
Conduct feedback. 


Teachers can often feel strongly about some of these 
issues, so there may be some heated discussion. 
In general, there is a tendency (certainly amongst 
sociolinguists) to view native-speaker English as just one 
ol many varieties. 


e There is now much debate about an International English 
as spoken by non-native speakers. What are your 
thoughts on having a variety of English of this kind? 
What could become the dominant variety — this or a 
native-speaker variety? 


MI 


— 


28 World Englishes 


1 Guesswork — some key terms 


1a Which definition do you think is correct for each term? 
1 native variety 
a apure variety of English spoken only by people born in that country 
b avariety of English considered to be older and more influential 
2 nativised variety 
a avariety of English spoken by populations colonised in the 19th and 
20th centuries 
b avariety of English influenced by local cultures and languages 
3 lingua franca 
a acommon language used by different people to communicate with 
each other 
b asimplified version of a language which is easy to learn 
4 pidgin language 
a alanguage born as a result of the contact between two different 
languages 
b an ad-hoc language invented by colonisers to communicate with 
local people 
5 Creole 
a apidgin language that is learned as a mother tongue 
b apidgin language that has official recognition 
6 cultural norm 
a rules about appropriate cultural behaviour 
b typical cultural behaviour 
7 linguicism 


a where a society is divided into specific language groups, creating new local languages 
b where one language group assumes linguistic superiority to other language groups, resulting in the extinction of local 


languages 
8 linguistic imperialism 
a where the language of one culture invades and 


dominates the language and culture of another country 


b where a dominant country seeks to take political control of another country by means of language 


1b Discuss these questions: 
1 Do you think Australian English is considered a native variety or a nativised variety? 


2 Do you think that Jamaican Patois (not Jamaican English) is considered a pidgin language or a Creole 


3 In your country, what is the cultural norm for addressing a work colleague who you report to? 


2 World Englishes 


THE EXPANDING 
CIRCLE 


"^ THE OUTER CIRCLE | ^ 


i a = a " [| " pj | | = = = m 


f THE INNER CIRCLE: : 117: 
P traditional linguistic WA 
bases of English: | 
| c.p. the UK F: dps 


E & p 8 & "7 FE BH hk " 


E NEM E MEM MM 
" 


c.m 
HN ; 


Fre & Of 


English as a second 
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2a 


2b 


Add the following countries to a 
circle. 


Nigeria, Italy, New Zealand, 
Philippines, Korea, Singapore. 
Canada, Russia, Malaysia, Pakistan 
Discuss this question: 

How clear is the distinction 
between the circles? 
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World Englishes 


3 Reading: English as an International Language or World Englishes? 


3a Read the text and decide which is the best summary: 

1 A discussion about why English has spread so widely and the consequences of the spread for the language itself 

2 A discussion about how the linguistic imperialism of English has created many varieties of English 

3 A discussion about how the pragmatic choice of people across the world to learn English has created many varieties of English 


The political debate over the spread of English centres around two questions: (1) is it due to imperialism or 
linguicism; or (2) is it due to a genuine desire of people to learn English because it has become so useful and 
because it can be adapted to suit the cultural norms of the people who speak it? I return to this debate in more 
depth in Part C and here simply provide an introduction to it. In a way, this is a debate about one English and 
many Englishes. Those who see imperialism as the cause argue that it is British and, to an increasingly greater 
extent, American English, that is being spread across the world. They argue that British and American English 
necessarily bring with them Anglo-cultural norms and that to learn this English means adopting British and 
American culture. As Rahman (1999) has argued in the case of Pakistan, English ‘acts by distancing people from f 
most indigenous cultural norms (cited in Phillipson, 2002: 17). | 


There is little doubt that the certain varieties of English are considered superior in a range of international | 
contexts. Academic publications in the United States and Britain favour articles written in Anglo varieties and 
which follow Anglo rhetorical styles. This has led scholars such as Swales (1997), Ammon (2000) and Kandiah 
(2001) to consider how any possible prejudice against scholars who are either speakers of different varieties of 
English or who are second language speakers of English can be addressed. 

Phillipson's (1992) elegant argument for the linguistic imperialism thesis has won many followers. Needless 
to say, however, there are many who disagree with his analysis and who argue that, far from being forced upon 
people unwillingly, English has been actively sought out by people throughout the world (Conrad, 1996; 
Davies, 1996; Li, 2002b; Brutr-Giffler, 2002). In their view, people are making sensible and pragmatic choices; 
they are not being coerced inta learning English. And, far from English being a purveyor of Anglo-cultural 
norms, the development of new varieties of English shows how English can be adapted by its speakers to reflect 
their cultural norms. 


| Kandiah (2001) sees both motivations in action and feels that there is an inherent contradiction for people 
| in postcolonial countries. On the one hand, people realise they need to learn English as it is the international 
| language. On the other, they fear that the need to use English in so many situations and for so many functions f 
will threaten their own language, cultures and ways of thinking. Yet, as Kachru and other have argued, local 
Englishes reflect local cultures and ways of thinking. Second, many non-Anglo or non-Western ways of thinking 
have received international attention through English. To take just three examples from Chinese culture, 
traditional Chinese medicine, the writings on the Art of War by Sun Zi and the tenets of Confucianism are now 
much better known in the West than in the past, precisely because this Chinese cultural knowledge and these 
Chinese ways of thinking have been disseminated through English. As Jacques (2005) has argued, with the rise 

in power of India and China, American and Western values will be contested as never before. It is highly likely 

that they will be contested through the medium of English. 


In closing this chapter, I want to introduce a conundrum that we face in an attempt to standardise and 
classify World Englishes. We like models and norms. The conundrum that we have to solve is that we are faced 
with many models all of which are characterised by internal variation. This has been pointed out by Kachru in 
his call for a ‘polymodel’ approach to replace a ‘monomodel’ approach (1992a: 66). A monomodel approach | 

supposes that English is homogenous, a single variety, it is ‘English as an international language’. In Kachrus 
view, this approach ignores the incontrovertible fact that English is actually characterised by variety and variation. 
A polymodel approach, on the other hand, supposes variability. Kachru lists three types: ‘variability related to 
acquisition; variability related to function; and variability related to context of the situation. (19922: 66). 


EE — = - == = ea ES 


Kirkpatrick, A. (2007) World Englishes, Cambridge: Cambridge University Press. pp.35—3/. 
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orld Englishes 


Read the text again and make notes beside each point below. 


Spread of English due to: 


Evidence for 1: 


Evidence for 2: 


Monomodel English: 
Folymodel English: 


Discussing the issues 
Your trainer will give you a role card. Work in groups with others who have the same role card. Prepare what you will say. 


Work with a partner who has a different role card. Have a discussion about the spread of English and try to convince your 
partner of your point of view. 


What should you teach? 


Discuss these questions: 


What variety of English do you believe you should teach? | 
What expectations do your learners have about the variety of English they think they should learn? 

What do WOU Say to a learner who asks VOU about a variety af English that is dissimilar to the variety vou speak? Moe diui dive 

this answer? 
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29 Course desig : 
29 Course design s 
Summary 
Focus Background to teaching E 
Aims To explore syllabus and course design in theory and in practice s 
Contexts New or experienced in-service teachers — 
Duration 75-90 minutes — 
Preparation Photocopy all three worksheets for each trainee. Cut up the steps for Task 2a from the appendix, P. 126. i 
Ha -> LJ 
Lead in 3b Give each trainee a copy of worksheet 3. Ask trainees to | 
! ! | do this task alone, and then check their answers in pairs. — 
Ask trainees to think of different learning experiences they Conduct feedback. E, 
have had. They should discuss the following questions: | | -- 
C] Was t here d svlIlabus for the COLITSE programme? Hi y The Answers in bold arc suggestions only and any other t 
aware were you of the syllabus? How important did you variations with the same meaning are acceptable. | 
think it was? Paragraph 1; Functional syllabuses grew out of applied 
E i OE Ae linguists’ frustration that learners failed to use language — 
Conduct feedback by eliciting examples [rom trainees. that they had studied in the classroom in the real world. 
1 Ask trainees to do this task alone, and then check Paragraph 2; One argument against functional syllabuses = 
answers in small groups. Conduct feedback is s that the language they focused on tended to rest 
cavi ype. sy eR NN | learners’ ability to express themselves outside certa 
i include contexts. FE 
2 include Paragraph 3: A second argument against functional 
* incdude rica was that like formal syllabuses they were -= 
4 maybe include — grammar can be viewed as a i list of separate bits of knowledge that learners were 
‘generative’ and therefore allowing learners to cted to acquire in decontextualised language- E 
communicate, but a historically strong grammar focus ised activities. 
in syllabuses suggests that it may not be that useful, graph 4: Task-based syllabuses aim to provide 
given the course programme aims soi opportunities for learners inside the 
5 include classroom. They do this by means of a series of tasks that 
6 include - learners need to talk about something and it allow learners to interact and negotiate me a 
is perhaps useful to think of different topics This process allows learners to gradually fine-tune their | 
7 don'tincude - formal discourse markers are much iens skill k 
more likely to be found in written language agraph 5; |...] This approach puts teaching and learning 
include processes at the heart of the content that is to be taught. - 
xragraph 6: Involving learners in the process of deciding e" 
2a Put trainees in pairs to do this task. Give them the cut- the content of a course programme provided aie’ ti E 
out steps from the appendix, p.126 to order. Then ask opportunities for authentic language —— € 
them to check their answers with another pair. Conduct develop their knowledge and skills. This discussion of the oan 
series tiene RES bite PE: Lal Ci. learning programme was a way ol providing meaningful 
feedback. content for learners. 
D " 
3, 7. 2, 6, 5, 9, 1, 8, 4, 10 lik | ir ie — 
! ! 4a Elicit some possible sources of information for needs 
2b wie , i | | (— eÀ analysis, Put trainees in pairs to do this task, and then - 
—— gang motley oye | netting check answers with another pair. Conduct feedback. 
feedback. 
EISE PRET Sage toe IRR UNE S (D 2 & 3: teaching resource stock-takes; a review of the = 
ciate relies P E ae Peay iiaa ; administration requirements for a course 5-8: language 
— gems gies — Be : V m seil | rests; questionnaires; diagnostic lessons; conducting | = 
However, teachers can sti! apply many of these principles observations of learners in different classes; — 10 & 11: E 
and think about the uda — ihe needs o ine EIU progress reports on previous study; examples of learners’ -n 
learners and the supplementing ol coursebook material. work from previous classes 13: discussions of stakeholder E 
expectations 
ja Give each trainee a copy of worksheet 2. Ask trainees to 
do this task alone, and then check their answers in pairs. 4b Ask trainees to create a plan in small groups. Conduct 
Conduct feedback. [eedback. 
(D 1 multi-strand and skills-based syllabuses are not Reflection task n 
mentioned | pied = 
| | * When creating a course programme, to what extent do 
2 task-based syllabus — d functional syllabus — a hen Gies E is pros | eus eget 
CERT EN TUE vial cute you think it is possible to really meet the needs of all of å 
process syllabus — b formal syllabus = € ON 
your learners? - 
ms 
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29 Course design 


1 What would you include? 


You have been asked to create a course that aims to develop the spoken ability of intermediate learners. Look at the following 
suggestions of lists of linguistic features to include in the programme and tick an appropriate column. 


A list of... 


... phonological features 
| .,. topics to be covered 


... formal discourse markers 


.. Spoken genre, e.g. explanations, narratives, etc. 


2 What does course design entail? 


2a Numbers 1-10 outline different steps involved in designing a course. Your trainer will give you the steps to order. Afterwards, 
record your answers below. 


A decision is made on how to sequence the content of the course. 

The aims and objectives of the course are determined. 

The teacher conducts a thorough needs analysis with learners who will follow the programme. 

The course programme is written up as a tormal document to be given to learners. 

The teacher writes a course rationale. 

The teacher decides which kind of syllabus framework will best meet the needs of the learners. 

The teacher consults with different stakeholders other than the learners who will be involved in the programme. 
Suitable teaching materials are found or created. 

The teacher decides on the course content. 

The teacher begins to deliver the course 


=i 
ce 


2b Discuss these questions: 
1 Do you always follow the steps above when planning a course? Why / why not? 
2 lf itis not possible to follow this procedure strictly, what aspects of this approach do you try and use? 


= = NUES a 
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.. 29 Course desig 
3 Reading 
3a 1 Read the text and underline the four syllabuses that are discussed from the list below. 
task-based syllabus skills-based syllabus 
functional syllabus process syllabus 
multi-strand syllabus formal syllabus 


es | 
"n 


= I mm 
b 


Breen, M. P (2001) ‘Syllabus design’ from The Cambridge Guide to Teaching English to Speakers of Other Languages, Cambridge: 
University Press. pp.152-4. 


100 


2 Match the four syllabuses to the definitions. 


ee] 


«| 


«] 


a a syllabus that focuses on how language is used in different real-life contexts 

b asyllabus that involves learners in classroom decision making about what to learn 

c asyllabus that focuses on language systems and skills ability 

d asyllabus that focuses on a series of tasks that provide learners with opportunities to negotiate meaning 


Before e iet of communicative language teaching (CLT) in the late 1970s, it was widely accepted that the syllabus 

should focus upon linguistic knowledge and the skills of listening, reading, speaking and writing, usually in that order. In 

the 1970s, research in the social and conversational use of language, coupled with growing dissatisfaction with learners 

apparent failure to use linguistic knowledge outside the classroom which they had gained within it, initiated a major change 

in syllabus design. Applied linguists advocated a focus upon language use rather chan the formal aspects of language (e.g. 

Council of Europe 1971; Wilkins 1972b; Brumfit and Johnson 1979). The initial phase of this transition was exemplified | 
in the development of functional syllabuses focusing upon particular purposes of language and how these would be | 
expressed linguistically. 


In the early 1980s this functional movement in syllabus design became challenged from two directions. The teaching of a | 
repertoire of functions or special purpose language was considered by some as limiting the learners potential to certain fixed 
communicative situations or fixed social and occupational roles. They argued that a focus upon formal aspects of language 

at least allowed learners to generalise from one situation or communicative demand to another on the basis of the system of 
rules and the range of vocabulary that they have learned (Brumfit 1981; Wilkins er al. 1981). | 
The second challenge echoed earlier doubts expressed about formal syllabuses. Both types of syllabus could be seen as ‘synthetic’ 

in that learners were expected gradually to accumulate separated bits of knowledge, be they forms or functions, la gely through 
de-contextualised language-focused activities before applying such knowledge as typically synthesised in real communication, 


Task-based syllabuses had their origins in research on second language acquisition (SLA) during the 1980s. Building 
upon discoveries from first language (L1) acquisition and Krashens influential view that language was best acquired 
through the learner's focus upon meaning in the input provided to the learners (summarised in Krashen 1985), researchers 
began to focus upon how learners interacted in order to negotiate meaning both inside and outside the classroom (Hatch 
1978; Long 1981; for a review, see Pica 1994). From this perspective, a learner's use of the formal and social conventions 
governing language were seen to serve the struggle for meaning during i interaction. The goal of the syllabus designer or 
teacher therefore became the provision of suitable tasks to encourage interaction and, through it, negotiation for meaning, 
In essence, a learner's expression and interpretation of meaning during appropriate tasks would enable the acquisition and 
refinement of linguistic kuowledoe and its social use. Some researchers and practitioners therefore proposed that task should 
be the key unit within the syllabus rather than aspects of language, be these formally or functionally identified (Breen er af. 
1979; Prabhu 1984; Long 1985b; Candlin and Murphy 1987; Long and Crookes 1992). 


.. a second proposal for syllabus design in the 1980s was derived from educational perspectives on curriculum design and 
the teaching-learning process. A key argument was that what learners have to learn and few teaching and learning are done 
are unavoidably interrelated. Content, teaching methodology and learning constantly interact and influence each other 
during classroom work so that the teaching and learning process is itself a highly significant part of the content of language 
lessons (Postman and Weingarter 1969; Freire 1970 [1996], 1972; Stenhouse 1975; Breen and Candlin 1980). 


In essence, collaborative decision-making and different aspects of the teaching-learning process in the classroom could be 
seen as a meta-task which involves learners in authentic opportunities to use and develop their knowledge and capabilities 
whilst, at the same time, calling upon their responsible engagement in the learning process within the classroom group. A | 
process syllabus was therefore proposed as providing a framework for such classroom decision-making (Breen 1984). This f 
type of syllabus identified negotiation about the purposes, contents and ways of working as a meaningful part of the content ff 
of lessons or series of lessons. 
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Functional syllabuses grew out of applied linguists satisfaction that learners succeeded in using language that they had 
studied in the classroom in the real world. 

Paragraph 2 

One argument. against functional syllabuses is that the Lang 
language to use in what context. 


Paragraph 3 
A second. argument against functional syllabuses was that unlike formal syllabuses they were a list of separate bits of | 
knowledge that Learners Learnt in context. | 
Paragraph 4 
Task-based. sullabuses aim to provide. grammar learning opportunities for learners inside the classroom. They do this by means 
of a series of tasks that allow learners to study grammar rules. This process allows learners to gradually fine-tune their 
linguistic skills. 


age they focused on tended. to confuse learners about what 


Paragraph 5 
The 1980s saw the development of a second. approach to syllabus design that is based. on how Learners Learnt, not what they 
learnt. This approach puts teaching and learning processes in the background of the content that is to be taught. 


Paragraph t 

Involving Learmers in the process of deciding the content of a course programme provided. them wih opportunities for highly 
controlled Language practice, which helps develop their knowledge and. skills. This discussion of the learning programme was a 
way of providing meaningful content for teachers. 


4 Getting needs analysis information 
4a Put the following sources of information in the correct box in the diagram below. 
* discussions of stakeholder expectations * progress reports on previous study 
* language tests * teaching resource stock-takes 
* conducting observations of learners in different classes * questionnaires 
* examples of learners work from previous classes * diagnostic lessons 
a review of the administration requirements for a course (e.g. attendance requirements) 


Teachers can gather information ... 


„= Dy means of... | Reading the opinions of experts 


. One-to-one interviews 


^ Meetings 


c— 


Information about real-world contexts and tasks 


4b You have been asked to create an EAP course for a university that you are working for. Work out a plan for carrying out needs 
analysis. 


-— 
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30 Testing and evaluation 


Summary 

Focus Background to teaching 
Aims To introduce the theory behind testing and raise awareness of key concepts related to it 
Contexts New or experienced in-service teachers 
Duration — 75-90 minutes 

Preparation Photocopy all three worksheets for each trainee. 


| 


Lead in 8 False - if testers make incorrect judgments it can 
adversely affect a test-taker's chances of succeeding in 
doing something important like getting a job or being 
eligible to emigrate. 


Ask trainees to think of different tests they themselves have 
done or forms of assessment and evaluation they have 
undergone. They should discuss the following questions: 


B F rii PETE TT luta h "Tu E iT TEET ation T à a — a " 
* How did you feel about the test or the evaluation: 2d Ask trainees to discuss these questions in small groups. 


* Did vou think it was fair and transparent? Why / why not? Conduct feedback. 
Conduct feedback by eliciting examples from trainees. T 
| 1 Itsuggests that whatever efforts are made to make a 
1 aandb Give each trainee a copy of worksheet 1. Put testing situation replicate real-life situations, the fact 
trainees in small groups to do these tasks. Conduct feedback. that assessment is being made can't be avoided. 

2 While performance-based tests cannot replicate a real- 
(£) Id 2g 3b 4j Se 6i 7a 8h 9f lüc world context, they are more valid than paper-based 
tests. Further, the preparation for a performance- 
based test is likely to meet learners’ longer-term needs 


4€ Ask trainees to do this task alone, and then check their n | 
i | more fully than preparation for a paper-based test. 


answers in pairs. Conduct feedback. 


(b 1 ability 2 successful — 3 discover — 4 linguistic ja Ask trainees to do this task alone, and then check their 
5 deploy 6 underpin 7 item 8 use answers in pairs. Conduct feedback. 
9 compare 10 ability | 
$3 | Problem of validity because learners lack subject 
knowledge, so the task is not a fair test of their 
linguistic ability. 
2 Problem of validity because it locuses only on two 
aspects of speaking: accuracy and pronunciation. 
3 Problem of validity because the test doesn't reláte to 
the course content and the learners’ future needs. 
4 Problem of reliability in the way the two teachers have 
applied the assessment criteria. 


ža Give each trainee a copy of worksheet 2. Put trainees in 
groups to discuss these questions. Conduct feedback. 


2b Ask trainees to check their ideas by reading the text. 
Conduct feedback. 


1 The text defines criterion as ‘relevant communicative 
behaviour in the target situation’. In other words, 
what a non-native speaker would need to say or write 
to communicate effectively in a real-world context. 3b Put trainees in small groups to discuss this question. 

2 The text indicates clearly that tests can never be real Conduct feedback. 
insofar as they can only replicate communicative 
situations. |] The topic of the writing task should be changed to 

3 This is the main point made in the excerpt. something that is familiar to the learners. Ideally, 
something that has been included in the course. 

2 The test would have more face validity if it included 
an extra speaking task that allowed learners to speak 
freely and interact with each other, e.g. a role play. 

I Trie 3 The test needs to be rewritten so it becomes more of 

pai a performance-based test that focuses on the skills, 
strategies and language focused on in the course. The 
test tasks need to reflect the criterion more closely. 

4 The teacher and his colleague should do some 
standardisation of the speaking test. It would be a 
good idea to film some learners doing the test and get 
the teachers to discuss the learners’ performance in 
relation to the assessment criteria. 


OO 


2C Give each trainee a copy of worksheet 3. Let trainees 
read the text again and do this task. Conduct feedback. 


False - it only gives an indication and allows testers to 
infer how test-takers might perform in the real world. 
3 False — ‘criterion’ represents the real-world activity. 
while ‘test’ represents a language task that is similar to 
the real-world activity. 
True $ True 
False - it indicates the opposite: it doesn't matter how 
communicative a test is and how similar it is to a real- 
world task, it is, in the end, a test. 


7 True Reflection task 


* What are the strengths and drawbacks of formal tests 
relative to more informal evaluation of learners? 


e p 
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30 Testing and evaluation 


1 Guessing key terms 


1a Below is a list of key test types. What do you think these terms mean? Can you think of examples? 


1 proficiency test 6 indirect testing 

2 achievement test 7 discrete-point test 

3 diagnostic test 8 integrative test 

4 placement test norm-referenced test 

5 direct testing 10 criterion-referenced test 


1b Below are some examples of tests or descriptions of kinds of testing. Match them to the terms above which they exemplify. 

a A word-transformation task where learners have to change the form of a word to test their ability with word formation. 
Examples can be found in paper 3 of FCE and CAE. 

b Arole play that a teacher asks learners to do in class in order to ascertain whether they can use the present perfect or not. 

c Atest for nurses that aims to evaluate their language performance in a typical nursing situation. The person evaluating the 
nurses refers to some 'can do statements. 

d Anexam like FCE, CAE or CPE which aims to determine a learner's overall competence in English. 

e Aspeaking task that aims to check learner's overall speaking ability (fluency, accuracy, interactive ability, strategic ability). 

f A reading test that is designed in such a way that it tells the teacher how good a reader the learner is in relation to others in the 
school. 

g A test written by a teacher to check how well learners have learnt the material in the course programme. 

h A test that involves learners first doing some reading followed by writing in order to test their reading skills as well as grammar, 
vocabulary and discourse management. 

i Alistening test that is used to check learners' ability in English pronunciation. 

j A grammar, vocabulary and listening test coupled with a spoken interview. All this information is used to work out what class a 
learner should join. 


1c Complete the following definitions of the different test types by choosing one of the two words in bold. 

1 Proficiency tests aim to determine learners' overall communication / ability in a language and are not related to any training 
they might have had. 

2 Achievement tests typically come at the end of language courses and try to determine whether a learner or learners have 
been successful / motivated at achieving the aims of the course. They can also be used to evaluate the course itself. 

3 Diagnostic tests help teachers improve / discover learners’ linguistic strength and developmental needs. 

4 Placement tests are typically used at the beginning of a course. Their aim is to give a teacher or an institution a linguistic / 
affective profile of a learner that will allow them to place the learner at an appropriate point in a learning programme. 

5 Direct testing means that test-takers have to improve / deploy the very skill that is being evaluated. 

6 Indirect testing tries to evaluate competencies that : 
underpin / develop the skills that are being tested. 

7 Discrete point testing involves testing one word / 
item on an individual basis. 

8 Integrative testing means that test-takers have to sort 
out / use different language systems and/or skills 
when performing one test activity. 

9 Norm-referenced tests compare / standardise the 
performance of test-takers to each other. 

10 Criterion-referenced tests measure test-takers 
language understanding / ability in relation to a 
specific standard. They are not concerned with test: 
takers performance in relation to each other. 
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30 Testing and evaluation 
2 Reading 


Za Discuss the following questions: 
1 What do you understand by the term criterion? 
2 How real do you think a test can be? 
3 '... testing is about making inferences’. To what extent do you agree with this statement or not? 


2b Read the text and see what the writer has to say about the questions in Task 2a. 


[. 


Whereas achievement tests relate to the past in that they measure what language the students have learned as a result of 
teaching, proficiency tests look to the future situation of language use without necessarily any reference to the previous process 
of teaching. The future ‘real life language use is referred to as the criterion. In recent years tests have increasingly sought to 
include performance features in their design, whereby characteristics of the criterion setting are represented. For example, a test 
of the communicative abilities of health professionals i in work settings will be based on representations of such workplace tasks 
as communicating with patients or other health professionals. 


The criterion 
Testing is about making inferences; this essential point is obscured by the fact that some testing procedures, particularly 


in performance assessment, appear to involve direct observation. Even where the test simulates real world behaviour — 

reading a newspaper, role playing a conversation with a patient, listening to a lecrure — test performances are not valued in 
themselves, but only as indicators of how a person would perform similar, or related, tasks in the real world setting of interest. 
Understanding testing involves recognizing a distinction between the criterion (relevant communicative behaviour in the target 
situation) and the rest. The distinction between test and criterion is set out for performance-based tests in Figure 1.1 


Test | June | AU — ——— ( riterion 
Charactenzation of the essential - 


A performance or series of features of the criterion influences the | A series of performances subsequent 
performances, simulating/representing design of the test to the test; the target 
| | orsampled from the criterion ja 


Tee — À- inferences about ———»9 
(observed) 


(unobservable) 


FIGURE 1.1 Vest and criterion 


Test performances are used as the basis for making inferences about criterion performances. Thus, for example, listening to 
a lecture in a test is used to infer how a person would cope with listening to lectures in the course of study he/she is aiming 
to enter. It is important to stress that although this criterion behaviour, as relevant to the appropriate communicative role (as 
nurse, for example, or student) is the real object of interest, it cannot be accounted for as such by the test. It remains elusive 
since it cannot be directly observed. 

There has been a resistance among some proponents of direct testing to this idea. Surely test tasks can be authentic samples 
of behaviour? Sometimes it is true that the marerials and tasks in language tests can be relatively realistic but they can never be 
real. For example, an oral examination might include a conversation, or a role-play appropriate to the target destination. In à 
test of English for immigrant health professionals, this might be berween a doctor and a patient. But even where performance 
test materials appear to be very realistic compared to traditional paper-and-pencil tests, it is clear that the test performance does 
not exist for its own sake. The test-taker is not really reading the newspaper provided in the test for the specific information 
within 1i IL; the [CSI taking doctor 1 I5 DOE really advising the * patient . As one WTItEr famously put it, everyone T aware that i In a 
conversation used to assess oral ability ‘this is a test, not a tea party . 

[5d 

In judging test performances then, we are not interested in the observed instances of actual use for their own sake; if we were, 
and that is all we were interested in, the sample performance would not be a test. Rather, we want to know what the particular 
performance reveals of the potential for subsequent performances in the criterion situation. We look so to speak underneath or 
through the test performance to those qualities in it which are indicative of what is held to underlie it. 

If our inferences about subsequent candidate behaviour are wrong, this may have serious consequences for the candidate 
and others who have a stake in the decision. Investigating the defensibility of the inferences about candidates that have been 
made on the basis of test performance is known as test validation, and is the main focus of testing research. 


McNamara, T : (2000) Lavage te testing, ; Oxford: Oxford University Press. pp.7—10. 
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30 Testing and evaluation 


2c Read the text again and decide if the following statements 


are True or False according to the writer of the excerpt. 
Correct the False statements. 


1 


2 


In the text, “criterion refers to the linguistic competence 
of a language user in an authentic context 

A language user's performance in a test that replicates 
a real-world task gives a very accurate idea of how that 
user will perform in real life. 

In performance-based tests, the ‘criterion represents 

a communicative task while the ‘test’ represents 
grammatical knowledge. 

If a learner does well in a listening test that is in the 
form of a lecture, this provides an indication of how that 
learner might cope with a real lecture. 

Relative to more traditional paper-based tests, 
performance tests of this kind are better at mirroring 
criterion-related behaviours. 

The quote about the tea party indicates that 
performance-based tests are likely to be less threatening 
than traditional tests. 

In evaluating a learners performance in a test, we 

are trying to ascertain whether the learner has the 
underlying linguistic ability to deal with that kind of 
situation in the future. 

If we make incorrect judgments about a candidates 
performance in a test, we can always get a second 
opinion from other stakeholders. 


3 Some problems with tests 


An effective test needs to have reliability (i.e. it provides results that are consistent across a wide range of learners) and 


validity (i.e. it measures what it is meant to measure). 
3a Read the problems described by the teachers below and say whether validity or reliability was lacking. 


1 


Rachel: | had to give my learners a writing test at the end of the course. They had to write a descriptive essay about British 


2d Discuss these questions: 


1 What is the significance of the quote ‘this is a test, not a 
tea party' for the learner who is doing the test? 

2 ‘Because the criterion is ultimately unobservable, trying 
to test it is a waste of time. Do you agree with this 
comment? Why / why not? 


culture. The problem is we hadn't done a lot writing in the course because it wasn't in the syllabus. Also, none of the materials 
talked about Britain and only a couple of my learners had been to Britain. 
Don: Well, l'm supposed to be doing a speaking test with my learners tomorrow. | had a look at the test and it's just a series of 
pronunciation drills. | guess my learners will speak, but it seems a bit limited. 
Renee: l've been teaching this university preparation course for the past three months. | had a look for their end-of-course test 
the other day and it's just a whole lot of grammar and vocabulary multi-choice items. For the whole course, I've been telling 

them that I'm trying to develop their overall ability to cope with university study and this test just doesn't make sense. 
Larry: A colleague and | have both been teaching intermediate classes. We've done some team teaching and l've got a feel for 
how good his learners are, particularly in terms of their speaking. We both did a speaking test the other day and used the same 


assessment criteria. | passed all of my learners, but this colleague gave all but two of his learners the distinction grade. | just 


dont believe they are all that good. 


3b How can the problems in Task 3a be solved? 


4 
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| Appendix 


1 Classroom management and teacher language 


3a Giving instructions 


Er NN 
po aea 
E BU a 
I cum eei 


T Teacher TR to phrases. : 
mmm re ale ne Get. 
[ m | : zs E " - E 3 i. heet 
OK then, how many words are there? (Learners: Eight 
ha b tothe — nud : 
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EN 


2 Providing feedback and 


- - a 
— —— — — 
md a - - : 
c— —— — — m E — 


—À 
i 


correction techniques 


5 
Errors: 
Ex. "SEEK E poena eee paie tiv med aat EAS 
: | | : 
! Are you going to meeting or ! | think this exercise 15 too ! have still not found it. : 
|. not? ; much difficult. 
! : : ' 
i sik gasps i CC t ge opi i Se nk gL PS ET cc Ep nip Bisson ania RM ME KM CR ME RE af 
| : | 3 
i 1 i I 
|: If lIl get the job, l'II move to — : C] ' It was a really interesting 
' London. | This sofa is very comfortable. : actuality news programme. | 
f i ] 
fee eee ee ee memme mmen emmm k E eee eee eee da LLLLLLL LL ÉL ÉL 
: : : : 
: : I'll have the vegetarian pasta. | 
fe the vegetarian pasta. ! 
| ré |: | m looking forward to meet  ; t : s | 
' Give me a coffee. E him ' Moreover, I'll have some i 
| ' salad with it. | 
ï i i | 
LY Ce le a EE ea E N a o bt, UIDES ST IE coi Se ee DRIN - 
: : 3 | 
" yE: ' ; } 1 
i He's got a degree from | | ve been cutting my finger i eu arh EE "A 
etae ree EAM E) x exe ' [ come from a small willage. | 
: business administration. ' with a knife. ' : 
: : | 


I 
i 
i 
I 
i 
[ 
i 
I 
I 
i 
l 
i 
i 
I 
i 
l 
| 
i 
i 
i 
1 
L 
[ 
[ 
I 
i 
i 
L 
i 
1 
4 
| 
I 
j 
L 
i 
| 
L 
j 
l 
i 
i 
L 
L 
i 
L 
1 
i 
| 
| 
L 
L 
L 
1 
L| 
4 
fa 
i 
" 
L| 
" 
i 
H 
h 
E 


OK, one word isn't necessary. The word order is not correct. 


LIE m ee ee M M l M l M E l M M a a l E l E l M a l l E l 5E lI 


" + 
l I 
Ï i 
i i 
I L 
i i 
i i 
I 1 
I L 
| 1 
I L 
I | 
I L 
i 1 
* 
] į 
i L 
I į 
i L 
i L 
L L 
à [ 
i 1 
| L 
| I 
| 1 
| [ 
j L 
E me m ciem E E E E E E ume om E O E E E ELE EIL NL DL a E e E e a e 3 
i á 
I į 
i ri 
| d 
[ 
| d 
1 i 
ï 2 
i i 
ï d 
4 Ï 
1 r 
| i 
+ 
i r 
1 Ë 
E i 
i Ï 
i V 
r Ï 
ï i 
1 i 
r I 
Ë i 
Ë i 
1 k 
Ï i 


That word is a false friend in 
English. Can you think of a 
better word? 


OK, so the stress is on the first 


will” syllable. 


OK, think about the linker. Are 
you speaking or writing? Is the 
situation neutral or very formal? 


Should you use a base form or 
an -ing form? 


Did it happen just once or 
many times? 


sound. 


| = = SLLSELULLILL Lu LL]. 1 1L LLLL.DLLLLLII 1] 1 T l1 l III ITI 


Note: Matching cards are laid out in corresponding boxes. 


© Cambridge University Press 2010 107 


P ——— 


Teacher Training Essentials a [efe ree JP 3:1 82 


a 
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3 The aims of 


i L 
] 
i m 
I 
1 
] 
i 
i 
I 
L 
1 
i 
i 
I 


Nu ques dnas a a tourist 
experience in pairs. 


2 The teacher 
: key words in 


3 Lisa redd ind Fi the hus " thesi 
summaries for the text. 


EE 
LAE JL EL LE EN NE NM NE LL NM DL BM E LB M d ee 


4 Learners read again and answer rris fale 
questions about information in the text. 


5 The téacher 


words in the 


6 poe guess the meaning of thé new 


words in the 


a 


= 


The teacher 
examples of 


and to discuss why the tense is appropriate 
in each Instance. 


8 The teacher 


different kinds of reading skills they have 


practised. 


I 
i 
i 
l 
I 
i 
| 
i 
I 
i 
i 
L 
L 
1 
i 
į 
| 


c 
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i 
LI 
I 
i 
I 
I 
I 
l 
| 
I 
L 
l 
] 
I 
LI 
I 
l 
I 
I 
I 
l 
I 
i 
l 
j 
| 
l 
Ï 
I 
Ï 
l 
l 
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hoe EL E L L L AER AR LIE I EL LL EM L LAE OL LLL E LL ROLL E. 
LJ 4 E OL ELI ILI DL ILI BII ILLI LI Ll Lll LLL JLADL JL 
JA B8 E EZ E LI EIN ss ILI III ee SSS SS a ll 


horae Noni the Mecis of tourism in 


tu 
i 
i 
L 
L 
| 
L 
: 
i 
L 
i 
L 
| 
L 
i 
i 
* 
I 
1 
L 
i 
L 
L 
L 
i 
L 
L 
LI 
L 
i 
1 
ı .— board from the text. Learners look for these 
: 
i 
i 
i 
L 
i 
L 
: 
i 
1 
| 
1 
i 
L 
$ 
L 
i 
L 
: 
: 
- 
i 
L 
L 
; 
| 
i 
L 
i 
| 
1 
; 
: 
: their city in small groups. 
L 


3 Teaching receptive skills: reading and listenin; 


a reading lesson 
Aim 


e 


L2 5 = a 


explains the meaning of two 
the text. 


writes hs new words on the C 


text and underline them. 


text. 


sis bamen to underline 
the present perfect in the text 


asks ER to talk about tthe 


j 
[ 
i 
| 
l 
i 
l 
A 
| 
i 
i 
| 
i 
i 
i 
I 
I 
I 
] 
J 
i 
] 
I 
] 
I 
I 
l 
I 
] 
I 
l 
I 
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"JE ee a a a en a SS IL LLL. 


To Dé spoken — — and to 
activate prior knowledge about the topic of 
the text. 


A m uu m m 211—211 l1 m m 2 1 qq 1 1 1 12 1 a 0 gU NM M WU M 1 M MD M NM 1 M 1 1 1 1 1 1 1 Se 


items. 


To wide practice i in FÉ reading. 


To MORD E practice in scan leading for 


- 
l 
! 
1 
i 
E] 
i 
I 
i 
I 
i 
I 
i 
i 
i 
] 
I 
] 
i 
4 
i 
I 
' 
: 
I 
i 
i 
i 
F 
I 
i 
I 
] 
J 
- 
I 
i 
I 
i 
I 
4 
l 
specific words. 
| 
I 
I 
| 
H 
i 
- 
] 
J 
| 
i 
i 
H 
I 
i 
I 
l 
I 
i 
l 
: 
J 
- 
3 
i 
Ì 
i 
i 
I 
| 
1 
i 
I 
4 
i 
| 
i 
| 
] 


To — biáctice i in A inferring the meaning 
of new vocabulary. 


To encourage — to notice 
grammatical features in the text. 


——— M uw M uU qq qq wu WM UU M M ww M 0 V qq UU 0 UU WD 0 wu BM 01 NM BM Q1 1 01 M M d M 1 l1 1 1 1 1 1 ES ES B. — : 


To provide spoken fluency practice by 
exploring the topic of the text further. 
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4 Oral fluency and speaking skills 


Warmers 


Teacher B 
You feel it is very important to do warmer 
activities with your learners before every 
lesson. This helps motivate students and 
creates good dynamics. It is also a useful 
way of dealing with latecomers. Find out 
your partner's opinion of warmers and 
outline your ideas. 


Teacher A 

You feel it is very important to do warmer 
activities with your learners before every 
lesson. This helps motivate students and 


creates good dynamics. It is also a useful 
way of dealing with latecomers. Find out 
your partner's opinion of warmers and 
outline your ideas. 


— TIU TTgTITTITIIgImIcg ggg - Ig. E IIl .L I LL LLL. aad tse pm rss LéERIIO. esl Lorie. HoZL ‘a 


SSS SS L E-E TE E-E T E Ps rs SSS SS SS SS SS SS SE SS SS SS SS SS eS eee eee eee eee se ee eee le 


E = = eee T7 BM BJ mE D) B 1D BJ D» D BM D 1 D DIL M DL 1 D 2 M I I 1 I ll II NM M M M DL IL M 1 MA SS aS aS = 
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= —— JA | — E d == 
~ 5 Developing learners’ writing skills - 

4 What are the stages? 
Lesson A 
! Lesson A: Learners read a model text and answer comprehension questions about the | 
| information in the text. : 
: : 
| : 
| | 
| ! 
| i 
- 
: | 
! ! 
: - 
| 
i 
| 
| | 
: | 
| | 
r [ 
i | 
" 
Lesson B 
' Lesson B: Learners brainstorm the content of the text and discuss how they can best ! 
: organise their ideas. | 
i : 
E E QIMEP Rr aa mer os OEN o Sal qe e a SY Prag du tak poe qq E 
| Lesson B: Learners write the first draft either alone or collaboratively. | 
! ! 
I r 
AmM—PERRPRRERE PRETENDEN S TIUR Wis or cir e eer A IR 
| 
| i , T : 
: Lesson B: Learners swap first drafts and give each other feedback on their writing. | 
1 
] ] 
‘EA EE AEN. co. Roulette Aoi. Trend, Dole me oce i RUE 
p————————LÁLAÓ Y | 
| Lesson B: The teacher gives some interim feedback to the learners on the content, : 
: organisation and language of their writing. : 
——— — HH tc a E AA ws ——Á > 
' Lesson B: Learners write their final draft and the teacher gives feedback on the writing. | 
' The feedback may only focus on the content of the text. | 
] 
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6 Teaching vocabulary 

2 The steps of elicitation 

2a 

(1 Concept check the meaning t the MUESTRA] : 
(2 Convey the meaning of the new word by defining it or by using a visual. 
(3 Write the new word ón the board indicating the word class arid marking t the stress. | 
4 Provide a clear oral model of the word DIM | 
5 Elicit the word (If the s do not Know it, or ROR t incorrectly, s Say ihe word yourself. | 
6 Dril the word Willi — both chorally and individually. | 
Mo — GG—'!————— E 
| a Learners need to hear the pronunciation before they TOE Bes cise era Dm. | 
b Iflearners mi stica the word. it is very affirming for them. | 
| c Learners need to feel sue about the meaning of the word before they say It. | 
d Inorder lerieamemtobeatéedo code the word: the meaning needs to be MEM : 
: established dem ee aegre Tay eS 
e Learners need a written record of the word arid they r need to ib: out how it IS s spelt. | 


f it iS dite a good idea for learners to say the word nee they see it written ‘dine pedaly 
when the spelling of the word is at odds with its pronunciation. 


LE X2 27 34 1 gd 1 D DB D 2 DL 2 1L 15 01 1 1 1 1 M NU M D BM 1 X a === 1 7g Tl l1lll LII sa a aS A cid 
EHE ED UEM Guess Gu u- 


3 What's the best way? 


Teacher B 

There's a set of about ten words all based 
around the theme of food and cooking. | 
would like to focus on these before practising 
these words by talking about recipes. 


Teacher A 
I'm doing a reading and there are four or 
five words in the text l'd like to teach my 


learners. They're not important to the 
understanding of the text. 


E ae monem aum mis m mn n ns n wn ws mw m m d 


Teacher 

There are about 12 verbs to do with travel. 
Learners won't know all the verbs but they 
are likely to know the nouns that they 
collocate with. 


Teacher C 

I'm doing a role play, but there are just a 
couple of words in the instructions for the 
role play that my learners won t know. 
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g grammar 


1 Different approaches - different stages 


lext-based approach 


"As ue Ss terme teret tranh coal d tr ri ii Gehen rm mum mm mm us Ut CD oum me mM Pitt OE IL IL LL IL [LLL 


The teacher checks the meaning by asking concept checking questions. 


: 6 The teacher sets a ack that allows kamer to discover one or two examples ofthe target 
: language in the text, without necessarily saying what the grammar point is. The teacher writes 
: an example on the board. 


2 The teacher asks leamer: to edo the original task or ranother sinar task that ako encourages 
the use c of the target language. 


3 Ihe teacher uses oral concept checking questions to check the meaning of the correct 
language c on the board (Of 2 pre- -prepared learner-centred task could be used). 


| 4 The teacher r stens to learners and notes down any errors they make it In usi ng the target anguage. 
5 The teacher checks the form 5f the language at the board. : 


6 Learners do a freer oral practice task that encourages the use ofthe target lariguage the: 
teacher wants to focus on in the lesson. 


-—————— QT TIT. T3101 M T3017 gg grrc rc -cUUTgS; pgy-TlIiI-prcrrclcpllJgdllcllLrlclll Illcl-hzhmamhalAI 


1 Ihe UT ie elicits en dives) an XII sentence of the target language, perhaps writing it on 
the board. 


3 The teacher uses s visuals ane word Drortiptst to build up a context that will generate examples 
of the target language. 


4 The teacher writes up key words (prompts) on ihe board that are é early connected to the 
context. These are used to model and drill examples of the target language 


5 Having checked understandive of the new language, the teacher highlights the form and then 
rubs the example sentence off the board. 


6 The teacher elicits an example of the t target ngage on to hë Board for d second time and 
highlights aspects of pronunciation that have just been practised. 


————————o CU IITTTTTTTTTTTTTTTITITITIITTIILIIIITIPLT ITTITITIICTIET I Jl-.LLJLZ.uLuW o o o 
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7 Teaching grammar 
4 Role play 


Role card A 
You think that an effective way of teaching the 
present perfect progressive is by using a text. 

You have in mind a dialogue of a job interview in 
which the interviewer gets the applicant to talk 
about their work experience from the past until 
now. You like a text-based approach to clarifying 
grammar because you feel it's very concrete for 
learners. It also means you can give learners a 
learner-centred grammar task. You are less keen 
on a context-build mode of clarifying grammar 
because you find this a bit artificial, and it runs 
the risk of being a bit patronising towards the 
learners. You also feel that oral concept-checking 
questions alone do not give learners enough 
thinking time. 


EN. NE GE EE à 
SS SS SP SF SS SS SSS TT SS SS SR eee ee SS 


Role card B 

You think that an effective way of clarifying 

the present perfect progressive is by building 

a context using pictures. A good way of doing 
this 1s to invent someone who has a very 

active lifestyle and build up their life story by 
focusing on hobbies and sports activities they 
are involved in. You know that you can find 

all the visuals you need for the context-build 

on Google™ Images. You feel that learners 
need a bit of a break from the coursebook 

they are using, and a different approach will be 
motivating for them. You have done context- 
builds in the past and learners usually find them 
great fun. You feel a text-based approach to 
clarifying grammar is overused and a bit boring. 


| 


Getting it in the right order 

da 
X oes ee a eR SRS SE rm Cte PM ERE EET EIE ; 
A Teacher asks learners to take turns imagining they are the writer and explaining the jump to their - : 
friend. Teacher monitors and notes down key errors. : 
B Teacher shows a picture to elicit, check and drill harness and rip cord | 
C Teacher hands out ten TRUE/FALSE questions. Learners read, answer questions and then checkin 
pairs. Teacher conducts feedback. : 


LLLI IL 1 LLLI I IL l1 E D ID D I1 D y ry prego, 1.1,17-7TT"""7»"—— Se -— Kho DS OE GA — ha E ou num SS SS OO A IL 1144] D D Dor TI UTI IIT 
= : i — = 


E Teacher sets comprehension task on writer's overall feeling about his extreme sport experience. 
Learners read and check answers in pairs. Teacher conducts feedback. 


mE SSs..-c.:llcl ll E d LL mih SNLELLIILILLIAIDLALIJILILILIIJTIIIIILIIIIII 
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9 Planning a sequence of lessons 


-— 


1 Aninterview 


Teacher A question card 
Discuss these questions in your group, then 
use them to interview Teacher B. 


1 How much time do you spend planning 
lessons on a day-by-day basis? 


2 Do you work out what you are going to 
teach a particular group on a daily basis 
or on a weekly or monthly basis? Why is 


that? 


3 Do you keep timetables from courses 
vou have taught, then repeat them with 
another group of learners? Why / why 


not? 


4 Whatis the most important thing for you 
when thinking about the content of a 


teaching programme? 


anne SS Sree SE SS Se Se eee 
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Teacher B question card 
Discuss these questions in your group, then 
use them to interview Teacher A. 


1 When using a coursebook, do you try to 
make sure you use all the material in the 
book? Why / why not? 


2 Do you sometimes teach the material of 
a coursebook in a different order from 
that suggested by the writer? Why / why 
not? 


3 Do you sometimes supplement 
coursebook material? If so, do you prefer 
to use published or authentic material? If 
not, why not? 


4 On balance, do you prefer to use a 
coursebook? Why / why not? 
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5 Two learners 


Role card A 
Learner's name: Laila 
Age: 19 
English language 
school attendance: 
| three hours per week 
| Level: intermediate | adl 
Likes: speaking (is very EE... d will 
sometimes try speaking with friends outside class: 
watches DVDs and sometimes tries to understand 
English-language films without subtitles; tries to read 
English magazines for young women: has a good 
repertoire of idiomatic language. 
Doesn't like: grammar practice tasks and 
pronunciation work; rarely does homework and won't 
read anything she considers boring. 
Progress: is communicative, but is sometimes 
difficult to understand for fluent speakers — her 
pronunciation is sometimes difficult to understand: 
needs to pass university tests in English that require 
spoken and written accuracy — thinks her love of 
English will get her through. 


Laila: [he teacher should praise Laila for what 
she does, particularly the efforts she makes with 
speaking in English outside the classroom. The 
teacher should remind Laila of her university test 
and that this is a very specihc and important goal 
for her. The teacher needs to gently point out that 
love of English alone will not help her with the 
accuracy requirement of the university test. The 
teacher could ask Laila what kind of accuracy work 
might be more appealing for her. For example, 
could Laila begin writing hlm reviews and handing 
Uem In to the teacher: In this woy the teacher can 


of her language in the written work. In terms 

of dealing with pronunciation, Laila could try a 
Strategy of listening to a dialogue in a short film 
scene and trying to imitate the pronunciation of 
the actors. She could use the subtitles initially to 
make sure she is repeating correct language. The 
teacher could demonstrate this task (in effect, 
drilling of film dialogue) and make sure that Laila 
focuses on getting as natural a rhythm as possible. 
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12 Promoting learner autonomy 


(hes ts ae eee nee ee eS Los SS SS SS SS Se ee ee DL 1 I1 DL ee rr nae SS a mu tall 


Role card B 


Learner's name: Roman 
Age: 26 

English language 
school attendance: 

six hours per week 
Level: pre-intermediate 5 
Likes: studying vocabulary and playing word games 
- has a detailed vocabulary notebook; also happy to 
study grammar and do controlled written practice 
tasks; maintains a learner diary that he hands in from 
time to time — shows good awareness of his strengths 
and weaknesses. 

Doesn't like: listening comprehension tasks of any 
kind; is shy about speaking, even with classmates 

as he feels he is behind the others in this skill — will 
sometimes resort to his L1 with a classmate if he 
doesnt understand a word. 

Progress: does well in tests so long as they only 

| involve controlled practice of grammar; does well 
enough in reading, but is weak in listening and 
speaking: needs to be able to communicate in 
English in order to get promoted in the 

multinational accounting office he works for (says he 
cant communicate with the native English speakers 
who work there). 


Roman: The teacher should praise Roman for the efforts he is 


making in terms of learning management and the learner diary. 

It would pay to point out to him that he has a very accuracy- 

focused learning style, and he needs to try working on some more 
fluency-focused tasks outside class. The teacher could suggest 

that he begins to practise listening, using elementary-level 

materials at the beginning. He could also practise listening to CDs 
that accompany many graded readers. He could read the book 

first so that he feels confident with the storyline or content, and | 
then listen to the CD with the book closed. He should do this in | 
manageable chunks, rather than attempting too much at once. 

The teacher could also suggest that Roman tries 'speaking some 

of the grammar a tasks ne does. In other words, rather 


trying to produce a correct answer. He could ieri in repeating 
phrases and expressions aloud to himself at home in order to gain 
some confidence in speaking. Eventually, it might be possible to 
team him up with a classmate tor some speaking practice outside 
class. The teacher could set this as a short-term goal. In other 
words, Roman could try to practise speaking alone, then move 

on to conversation with a classmate. A longer-term goal could be 
conversation exchange with a native-speaker workmate. 
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UU eR 
13 Phonology: Sounds and word stress 


5 The right stress 


(it wees ac eRe CORRS y GA niece peseesesiisssencisidis 
: m E ul M I Resto cord? : 
vegetable marvellous ' equation. Secretary i alliance : 
———— — —— —a E : 
: ° JN ° © ° 
Choconate | theatrical | paragraph | entertainment | application 
eS E gem ae EAT A ke . ee a [ee care Seems eee 
E. 3 eit je e | . : 
return important i gallery : analysis resident l 
TEES UST EEE Taye rE a E EEA a e E EE E AEE EAA EE EAT E A E E A died du EN ME RB aes ‘ 
' 
: d : | ° € ui e : 
: lateral : skeleton | uniform : opportunity | computer 


14 Phonology: Sentence stress and connected speech 


2 Weak or strong form? 
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When we aived at the hotel, the staff Where gave us a very tepid came and — us nH 
at home. 


EE E E E uw M M M M M M D 1 1 1 M M 1 M 121 M M 01 M M M 01 M D 1 M NM M M D 1 1 2 1 DD M 1 1 MD UD M1 1 2 1 1 01 1 21 D 1 D BM 1 1 D 1 1 1 D D M DL I1 M D 1 1 DL BM M Ll ee BD å D D D D DJ D» å å å å å 1D)» 1 1] 1 1 1? 3 lM 


Teacher Iraining Essentials Ma [estela] IP 1-1 8 


-— m-— -—— O om c-€X mA cux dh ome um Gm GO UG: Gm Gmo Gb dÀ umo Gm G4 eo GA ee d o A m o c c ccm ‘A ‘Ml LIAJIJIEIIIIIITIIITTITIPITTTTTITTTTTTTTTTITTTTMTTI == Ss eS eS um cm cm d) 


d 
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16 Concept checking: Vocabulary and grammar 
1 The right word 


1a 

duin dea ose rima EU UK i SPON M ci eS te e fp a S oe ae ME 
retired : disappointec | make redundant : burgle | 
JC EC -—————— ————— 4 
I | i 1 I 
; hire : SOITOW. : anxious break into : 


17 Grammar: Tense, time and aspect 


1 Team competition: Some statements about grammar 


[ 

a There are three tenses in English. 
(eS EERE ER OUI case A spo IA Vo dew LEE RS 
' b Atense VEA needs an TONNA verb. : 
l————— — e enemmn emee 
I ï 
' € The pen tense ony refers to past time. | 
' d Ihe "e simple third person -s isa ssn | 
bene bece cue sWebe aes lu lc E NE MM EM AM EUG M qiia i Em E BER eee ewan 4 
: : 
' e is cdd is known as an aspect, not a tense. | 
Tee ———————————ÜPÓ à 
! ' 
ı f All verb forms can be changed from the active to the passive voice. | 
| 
TOSENN IAE nana AMARUM ee ene PEN MTS: | 
! g The past old IS omy used in pere and passive verb phrases. | 
I i 
ppc EMEN DOE 
' h Perfect verb forms always refer to pet time in some way. ' 
REEF Pcr Re OE TEES - 
| 
‘| Thee prosemi ais tense can refer to dace time. 
Seba d M ird peu Rr ied End earn BUG PETALA qo pc drole onto a arai arene emanate wei icine A A i 
i 
1 J rope verb forms are used to ce Peer duration. 
—————— M : 
] ] 
' k ‘Will’ only refers to future time. 
. i 
Se mmi O a a SS Se SS SS ST eS SS Se SSS 4 
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18 Grammar: Narrative verb forms 


3 What are the concepts? 


See ll, | 1 AL ER OE LE LL ELE ML LL LL LJ Lars eee eee ee ee DU, E 0 5 uu 2 uu M D D EB E D B E D M | 


1 Jamie was always biting his nails as a child. a totalk about a situation in progress that Is 
interrupted. 


L1 010 310310 00g, 2011 1 SS lll lol ll ll l L LL L LL L| JL LL Lo Ls 5 Zl LZ 


2 |was — f | m have a "^ 
with you 


a 
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3 We were ees Narwich when’ we got à 
flat are: 


"C ee ee ee ee COC 1 1 1 y Tr ee de Ue de hd o o o Uh hme e O G Ue e ll aoe Ee eee Tn eT eS SS SS å ååå å LA 


5 That evening, we were going to the 
theatre. 


ee e ne ee ee el 


6 The wind was blowing hard and the rain 
was asning the ial it 


T0 a 1 1 1 1 LL |l 11 1L LL Lo ol o o sl E E Lnd 


— 1M BM.01.1.1 1 1 "IT TII. 1 71 11 1 171 1 11 T1171 T1 T1711 III III LL 


5 Form puzzle 
5a Past perfect 


Ee ue ione mmm mre imme em n te ean Rete ou Ei ci cM 
| PR, | Subject : Auxiliary. ı Past participle | 
PA ABT *YCa. - if Fg - 
L4 : had ' Seen : 
LLL nen nena tanner nn nn nen nennee . NUR RUN R RUE GRON ROR abe ; 
A. | Subject i Past — 
' Negative: i . 
r T they L I dh : 
TONER —Á— ———— nn 
n | i 
H J I | 
i interrogative: i Auxiliary i Subject. : Past participle : 
i | had | she E seen i 
Past progressive 
p een - LA qucm 
' Affirmative: | - ! : : 
| i it ip el swimming | 
——— E rmm : 
: vum | Subject ' Auxiliary (negative) ' verb + -ing : 
m | We | wasn t/werent : swimming : 
LILLI 2 lE o-- um d] 
pd i Auxilia Subject ı verb + -ing : 
' Interrogative: ' y Taz : 
: Was/ were ı you | swimming : 
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Future forms 
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4 Other futures 


4a 
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TT - E EN II IL ILLzZLE dimid Di 


EE M NN ÉL LL LL 


mm 5 0 | 7 
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start 


ebm eee eee eb we eee ee Bw we ewe Se eb DLL LLLI ee ee 
B3 EM EB E E M "^ - 


Latter SS Se SS Axe 


Sai eS SS Se SS SS See ees 
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PETERET 


m e o e E s Oo 


— æ å = c EG RR 


E M E 2] = 


a ee ne ee ee Lu 


EN 111 21 27 1. 
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LL. NE DE D D M 
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19 Grammar: Future forms 
5 Future dominoes 


She's way in front — 
she’s going to win 
the race 

be going to base 
| form 


I'm meeting 
Jonathan for lunch 
tomorrow 

Present progressive 


| This is used 
| for future 
arrangements. 


. This is used for 
suggestions about 


DO 


the future. 


E 


= E 2 JM 9 JM 3 |] 3 ] |] DB JJ] D BD D 13 D 12 D DL D EL DI 2 1 1 01 ee M D D M M 2 1M 1 M - m å .1 2.1 DL BD 1. 1 lI TII a a a a gc gx NI c xu Il lH LI —L à a 


| This is used to talk 
about something You re not ready? 
that will happen in | Not to worry. [II see 
the normal course vou an hour later. 
of events. will + base form 


This is used to talk | /// be going home 
about a prediction | that way so | can 
based on present drop off the package 
evidence. Future progressive 


This is used to talk 
about events that The Prime Minister 
will be completed will arrive here at 
prior to a future 2 pm. 

point in time. will + base form 


This is used to 

| talk about an 
intention decided 
in the moment of 
speaking. 


We'll have done | 
all the marking by 

tomorrow morning. ` 
Future perfect 


——— rr rrrrrl1llgprrlllt1illrrirrlll1lllcrlrc cll LL l| I b Be mw Tt 2» » Joao 1o III I aL Il lsgloc42H 1 1 1 1 1 1 1.1 1 1l UI 21 M 


This is used to 

talk about future My flight leaves at 
predictions that 10 o'clock tomorrow 
are not based on morning. 1 
present evidence. Present simple. 


| Man will land on | 
| This is used to talk | Mars before the end ` 
about a future fact. | of this century. 
will + base form 


_ This evening s 
performance of 
Hamlet is about to 
begin. 

be about to + base 


Right, [m going to 
| Thisis used totalk | do the dishes, then 
| about affixed event | go to bed. 

on a timetable. going to + base 


This is used for 
intentions decided 
before the moment 
of speaking. 


- X EE Se Om- 


TT nnn ne ft aS SS SS SS SS eS nu n uo ed bsec Lgs Zu w^ 


This is used to 
talk about a future | 5hall we go for a 
event that will be in | picnic tomorrow? 
progress at a p shall we + base 


E 


in time in the future. | form 


This time next week 
well be doing our 
final exam. 

Future progressive 


This is used to talk 
about an imminent 
future event. 


= 


——s 
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20 Grammar: Conditional forms 
6 Mix and match 


6a 

0 eq = = 22 nnn nnn eene ener Ine nenne esas einen 
1 If you're going to paint the house yourselves ... : 
| 2 Ifi missed the bus... 
3 3 If they hadn't stayed up so late last night ... : 
| 4. Eon PR a that much trouble sleeping : 
WU Se Rd 
n - a little — relaxed ... . 
at vii M have won the game. 
| b then you should see a PNG : 
m am going to save a lot of money. | 
| | i | | ee à " able to concentrate. : 
p kh | metam co late to work. 
TEM Se 3t Pow REM Pee i 
f they're dreaming. | 
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21 Grammar: Modality 


2 Form chain 


Error Set 

| e amaigri iie aa aei 
ı She mays be late. ! Do you can play piano? i 
REPERI OOS VIC 2 SOO S HEN RES IOE X 
ı You should taking aspirin. ' [hey can Italian very well. | She must can learn it. | 
ee — ees pi Nr md 
Correction Set 

iB nonne enm nnne gene enne nnennnn : 
| She may be late. ı Can you play the piano? -" might have gone to the | 
: 1 cinema. | 
KENN v NEM * J: 
' ' They can speak Italian ve | | : 
| You should take an aspirin. — i 7 7 Y {She must be able to learn it. | 
= Ai M M ÁZ C J! 
Rule Set 

T CN. OMM UMEN E AO E : 
' [hey do not inflect withthe =! — MS dt itp T ORe x EPOP PARE 
| -§ morpheme in the present 5 OO 4. queseoniano A not. ; LIEY CO nor naveanimiecteg. : 
"imple ı Is added to form a negative). + past form. | 
| | . 1 No auxiliary is needed. N t 
| (D : (D | (D | 
| They are always followed by : | 
' the base form of the main ' There are no non-finite forms. + They cannot co-occur | 
' verb. | | 
MEM ©! O: of 

Instructions 


Deal the cards out. Do not show each other your cards. Someone with an error card (marked 
with an X) should start by placing it face up on the table. The people with the corresponding 
tion card (marked with a v) and rule card (marked with ©) should then place their cards 
nother error card down and continue. 


down. If all agree this is corre 


t, place c 


Note: Matching cards are laid out in corresponding boxes. 
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22 Grammar: The noun phra 


2 The composition of a noun phrase 


E e Aue RENE E o 4. —— 3 
i 3 i ii i i 
i I I I L 
' who ' road : down : woman : lives } 

Ls : JUR S FOLIA CL Eon ! 
T" Mom en a t ee 
2 : | : 
! , chemistry ' crash | 
: : a : 
Fa a I Sete i OPE SENE 


"BE EN EN E LE LI LL EL EL EL LL Lubin 


ID EN yag rcl. SS SS SS — L 1 L . - 


= j ee ou e RO AO E a 
JZ Onn ee ee ee ee SSF SSS SSS SS See. ee e n 


1 She eem unwillingly along d m" the opposing player : 
2 Children and pregnant women can develop b the dusty road that led to the mr | 


c consumer demand for high-priced 
electronic goods 


3 The mild liquid contains a truly effective 
anti-bacterial 


T 11 131 ee ee ee eS LLLI Jl ASSI 


—S ee ee he Ld Le i Legs rl Lanz Lh 


5 Researchers have noted a significant 
decrease | in 


e aderit that works on the stain and not on 
the fabric 


aa ETS SS SS Eee eee ee a l 


"AU ee ee ee, e e E l | 
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24 Discourse analysis 


1 A professional development session 
1a 


A: Right, discourse analysis. [hat's that thing about sentences or something ... 3 
‘B: You dont know what Wü donna ^ Histon mA Toh routes ERE ENT E- | 
A: Well ... OK, no, actually | don't. | 
FONDGURGQNPDES RE Ur Ree idi E 
Ac Wel, hats al C RR facri pheno nr 


Cos Po MEUSE a ar Pere MR LU GE nt di M EO a ea oe ow e. 2 — e sor ieee) ater i) ee ae 
r 

A: How do you know that? : 

i 

aa EE aa EET AEA E ao ine. aa 
B: | think | must have read it somewhere. 
RRO E ee Se a reed ae ne EE er ee eee fh) 
A: Pass me the pen -I m going to sign up : 

] 

re nearest aE tm PANE mri Hii 
B: Could you put my name down too? ! 

: 

ee <_< Heide  )- = ne 
A: Sure. | think | need to go to this. i 

L 

oen aaia a iia aiia aa eem rrien ee ee i 
D B: ae the sound of it, we both do. : 
- ENE PEENE A ERE E LEL A N ERE EN a E EIRA TRE RO E E- 
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Role card B 

Imagine that you support the pragmatic use 
argument. Re-read the ideas in the text and 
think of one or two more examples. 


Role card A 


Imagine that you support the linguistic 
imperialism argument. Re-read the ideas 
in the text and think of one or two more 
examples. 


icu 2.5 e t RA 5 ON MT RR ———————— Rl "-—————————————-- 
|.(1 A decision IS made on now t to sequence the concen TE the course. 
I 


6 The men decides tih kind of silabus fromewori wil best meet ie noai of the 
learners. 


sat nnn 2 1l coo n ll 1o log lo m 
ew eee eee ee Se SES SE SOS SS SS SS SSBB TU SES SS SS SS SS Se SS SS SSS SSS 
—— eee is 


7 The teacher consults with different stakeholders other than the learners who will be involved 
in the programme. 


_ = Ll -— € << cá: I — n | | I——— nn NM hm X > i 10. 10 1 E M E S = = 
= = CT TT ee a a a a L LM ÉI.s—s Lu IGI" uu use Db IL rss e e ARE LH 1 E Lo E n E NN M I S am zm GE EM NNO EM Gm emo c Cm- LEE nnn nha = > 
"nm umm = 


- IE T 7 7 1. 
T T3111 1171 lI1JI Ill cl IA LLL 
SS SS SSeS eS SE SS SSS 


Dm RnR nnn SS SS STS SS SPP CEES SS SS ST See ee eee 
Sr SS SS SS eee LLLI 1 20 SS 
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Reading & reaction 


Here is an approach to reading and note taking that helps provide a more meaningful focus. This approach aims to make 
background reading more purposeful, as well as activating critical thinking skills and encouraging active reflection. It also opens 
a one-to-one dialogue between you and your trainer. 

Next time you do some background reading. try out this approach: Read and make notes on the content, At the same time. 
write down your comments or questions about what you've read in a column on the right hand side of the notes. The notes 
together with the reactions can then be handed in to your trainer who can provide feedback. Your trainer will not comment on 
how you take notes, so you should feel [ree to adopt your own style. 


Here is an example: 


Do learners need a coursebook? 


Proponents of the coursebook argue that it is the most convenient form of presenting materials, it helps to achieve 
consistency and continuation. It gives learners a sense of system, cohesion and progress, and it helps teachers prepare 
and the learner revise. Opponents counter that a coursebook is inevitably superficial and reductionist in its coverage 
of language points and in its provision of language experience, it cannot cater for the diverse needs of all its users, it 
imposes uniformity of syllabus and approach, and it removes initiative and power from teachers (see Allwright 1981; 


O Neil 1982; Littlejohn 1992; Hutchinson and Torres 1994). | 


Should materials be learning or acquisition focused? 


Despite the theories of researchers such as Krashen (1982, 1988) who advocate the implicit acquisition of language 
from comprehensible input, most language textbooks aim at explicit learning of language plus practice. The main 
exceptions are materials developed in the 1980s which aim at facilitating informal acquisition of communicative 
competence through communication activities such as discussions, projects, games, simulations and drama (e.g. 
Maley et al. 1980; Maley and Moulding 1981; Frank et al. 1982; Porter Ladousse 1983; Klippel 1984). These 
activities were popular but treated as supplementary materials in addition to coursebooks, which still focused on the 
explicit learning of discrete features of the language. 


The debate about the relative merits of conscious learning and subconscious acquisition continues (R. Ellis 1999), 
with some people advocating a strong focus on language experience through a task-based or text-based approach 
(e.g. J. Willis 1996) and some advocating experience plus language awareness activities (e.g. Tomlinson 1994); 

| however, most coursebooks still follow an approach which adds communication activities to a base of form-focused 
instruction (e.g. Soars and Soars 1996; Hutchinson 1997). The experiential advocates argue that learners need to 
be exposed to the reality of language use and can be motivated by the sense of achievement and involvement which 
can be gained from communicating in a language whilst learning it. The counter-argument is that learners can gain 
conhdence and a sense of Drogen from icine on a iniiai series of discrete features of the language. 


tees R. Carter & D. Nunan (eds. ) 


Need coursebook? 

In favour: system, cohesion & progress for Ss 

Against: superficial - doesn't cater to Ss’ need — uniformity of 
approach so no T initiative 

Materials - for learning or acquisition? 

Most cbs focus on learning - some supplementary material on 
acquisition 

Language experience (i.e. acquisition) = task-based 

Most books are form-focused with communication activities added 


Also Ss like to have a coursebook 
Do Ts always want initiative? 


Why is this the case? 


Are they? Note to self: look at some 
coursebooks and decide which use 
this approach 
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Teacher Training Essentials 


Workshops for professional development 


Craig Thaine 


The essential resource for new and experienced 
teacher trainers. 


This book of ready-to-use teacher training workshops is designed to 
provide you with a bank of perfectly planned and structured sessions 
with accompanying photocopiable worksheets. The sessions develop 
teachers' knowledge of three key areas: methodology, language and 
theory. They also encourage teachers to actively reflect on their own 
prior learning and experience. These workshops are ideal for in-house 
and in-service teacher training as well as preparation courses for 
awards such as CELTA, CertTESOL, DELTA and DipTESOL. 


® Teacher Training Essentials is divided into three distinct 
sections for ease of use: Classroom methodology, Developing 
language awareness and Background to teaching. 


® Each teacher training workshop consists of two to three 
photocopiable worksheets accompanied by comprehensive 
trainer's notes. 


e The workshops are suitable for a range of teaching experience: 
pre-service, new in-service and experienced teachers. 


® Teachers will benefit from learning about teaching methodology in 
training sessions which are models of good teaching practice. 


Also available: 

Planning Lessons and Courses, Tessa Woodward 

The CELTA Course Trainee Book, Scott Thornbury and Peter Watkins 
The CELTA Course Trainer's Manual, Scott Thornbury and Peter Watkins 
Grammar for English Language Teachers, Martin Parrott 
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